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PREFACE
As a teacher for a number of years in an inner-city urban
school, I was in continual conflict over the belief, supported
by superficial evidence around me, that in too many cases my
students’ home environments had precluded their success in
school, and the sheer hopelessness of that acknowledgement.
The academic, professional and personal experiences I have
had over the past two years in the School of Education at the
University of Massachusetts have led me toward a resolution of
that conflict. What I was unable to perceive while I was
teaching, and what is becoming increasingly more evident to
me now, are the intricate and often subtle ways in which schools
themselves, employing teachers as agents, act to fulfill
prophecies of failure for poor and minority children in urban
schools. If the school experience itself is a primary causative
factor in the determination of children’s educational success or
failure -- and I am convinced that it is — then there is hope
that those in a position to manipulate educational environments
can be made aware of the relationship between their attitudes
and behavior and children’s educational performance. Such aware-
ness is the first step in the dual process of exposing and
eliminating institutional pathology and of generalizing and
replicating institutional success.
The study reported in the following pages began with the
assumption of the pathology of schools, not children. Its pur-
ii
pose was to examine successful urban schools and programs
in order to generalize a specific set of attitude factors
associated with success; and to report an attempt at incor-
porating these factors into a teacher attitude inventory.
It is hoped that through its process -- that of examin-
ing and generalizing success; and its product — the Inventory
Itself -- the study may have suggested some positive approaches
to change in urban education.
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ABSTRACT
THE RATIONALE, DESIGN AND VALIDATION
OF AN URBAN TEACHER ATTITUDE INVENTORY
(June, 1973)
Charles Patrick Proctor, B.A.
,
Rutgers University
M.Ed.
,
University of Maryland
Directed by: Dr. Byrd L. Jones
The purpose of this study was to investigate the rela-
tionship of a specific set of teacher attitudes to effective
teaching in urban schools by presenting the rationale, design
and two validation studies of an urban teacher attitude
inventory.
A critical analysis of scales and inventories used his-
torically for the measurement of urban teacher attitudes
argued the need for an attitude inventory more specifically
relevant to effective teaching in urban schools.
The rationale and design of the Center for Urban Educa-
tion - Teacher Education Program Attitude Inventory developed
by the author to meet this need was presented, together with
preliminary evaluative data derived from 193 elementary and
secondary teacher respondents. The rationale for the Inven-
tory was presented through an examination of successful
Vll
urban schools and programs and the generalization of common
attitude factors associated with success. The factors com-
prised attitudes in the following three areas: 1) Teacher
expectations 2) Teacher attitudes toward their own accounta-
bility for school and classroom learning outcomes 3) Teacher
attitudes toward non-standard English — a specific interpre-
tation of more general attitudes toward children’s cultural
and individual integrity. A review of research in support
of the relationship between these three attitude constructs
and effective teaching in urban schools completed the ration-
ale. The design of the Inventory was reported in terms of
its general structure, response mode and scoring, content
validity, and the specific item content of each of the three
attitude constructs comprising it. Evaluative data indicated
a high degree of item discriminability (eighty percent of the
item score correlations with the total score were . 3 or
higher) and internal consistency (an alpha coefficient of .90
was obtained for the total Inventory)
.
Two studies designed to validate the Inventory were
reported. The first study included 108 elementary and secon-
dary teachers rated ’’most effective" (N = 54) and "least
effective" (N = 54) by school principals in two school systems
in the mid-west and east-central United States. The second
study included thirty elementary teachers from the Springfield,
Massachusetts Public Schools rated "most effective (N - 16)
and "least effective" (N = 14) by three independent judges
Vlll
obtaining a rating reliability of .86. Both studies were
dosigned to test four hypotheses; that teachers designated
"most effective" would score higher on the total Inventory
and each of the three constructs than would those designated
"least effective." A t-test was employed to determine mean
score differences between the two groups of teachers in each
of the studies. No significant differences were obtained.
The discussion of results notes that the lack of rigor in the
research design precluded the determination of the degree of
construct validity for the Inventory. In light of this, and
in light of the Inventory’s apparent stability as suggested by
the evaluative data reported previously, further investigation
into the characteristics of the Inventory was recommended.
The implications of the study were presented on three
levels: 1) Re-commitment of research in urban education
toward the investigation and generalization of successful
urban enterprises 2) The incorporation of teacher attitude
research into the curricula of pre- and in-service teacher
preparation programs 3) The potential uses of the attitude
Inventory presented in the study.
ix
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CHAPTER I
INTRODUCTION
Background
The failure of urban schools to provide an adequate
education for poor and minority children has been well docu-
mented. In the introductory article of his volume, Urban
Education in the 1970 *s
,
Passow (1971) summarized the re-
sults of the nation’s commitment to urban education during
the previous decade:
. . . having spent billions of dollars on
compensatory education, initiated thousands
of projects . . . completed hundreds of
studies . . . entered numerous judicial de-
cisions and rulings . . . and generated
whole new agencies and educational institu-
tions, the nation’s urban schools continue
to operate in a vortex of segregation,
alienation, and declining academic achieve-
ment. (p. 1)
While the facts of failure are rarely questioned, the
causes of failure continue to be widely debated. The causes
which are most frequently espoused, most widely researched,
and which provide the rationale for most of the early inter-
vention efforts in compensatory education, are those referred
to as the ’’environmental deficits” of poor and minority children.
In reviewing various viewpoints regarding the causes of
the achievement gap between middle- and lower-class children,
Cicirelli (1972 ) briefly described the ’’environmental deficit"
2model
:
In essence, this model asserts that the achieve-
ment gap between poor and middle-class children
is caused by intellectual (and accompanying emo-
tional-social) retardation in the children of the
poor—retardation resulting from the lack of
appropriate stimulation in the developing child’s
env ironment
. ( p . 32)
In short, the "environmental deficit" model places the blame
for educational failure on children and the so-called patholo-
gies of their environments.
There is a growing body of literature, however, which
suggests that poor educational performance among poor and
minority children is due primarily to the pathological environ-
ments of schools. Advocates of this position define school
pathology in terms of the institutionalized negative atti-
tudes of urban school personnel -- particularly classroom
teachers -- toward the children they are charged with educa-
ting.
The most ardent proponent of this viewpoint is Kenneth B.
Clark. In his 1965 publication. Dark Ghetto , Clark articula-
ted the essence of this position:
... in the light of available evidence the con-
trolling factor which determines the academic per-
formance of pupils and which establishes the level
of educational proficiency and the overall quality
of the schools is the competence of the teachers
and their attitude of acceptance or rejection of
their students, (p. 147)
The writer does not intend to enter the debate between
these opposing viewpoints -- rather, this study assumes the
3validity of the latter position. Given this assumption, with
its crucial emphasis on the attitudes of classroom teachers,
it is appropriate to review briefly the literature on teacher
attitudes in urban schools.
Much of the literature on urban teacher attitudes indi-
cates that an extremely high proportion of such teachers have
negative attitudes toward the children they teach. These
3-ttitudes fall roughly into two categories: the blatant,
sometimes hostile attitude of the inferiority of minority and
poor children; and the more subtle, but no less debilitating
attitude of low expectation.
The first category of attitudes is probably best illus-
trated in recent descriptive accounts of teachers' experiences
in ghetto schools. (Kozol, 1968; Herndon, 1969; Levy, 1970;
Kohl, 1968) The following passages from Levy's Ghetto School
are representative:
Many teachers begin to label children "stupid,"
"disruptive," "uneducable. " . . . The next step
is to say he is an "animal," and so the teacher
need not try to educate him -- control is all
that's necessary, (p. 71)
and
. . . the teacher begins to justify his brutaliza-
tion on the grounds that the children are "inferior,"
"stupid," "like animals," and hence either deserve
to be brutalized or do not mind it. (p. 60)
Several empirical studies support these accounts . Groff
(1963) surveyed 294 teachers in sixteen inner-city schools in
a large urban school system. Forty percent of the teachers
4surveyed indicated that "peculiarities" in the personalities
( culturally disadvantaged") children were the
main reasons for high teacher turnover rates in the inner-
city.
Clark (1963) had white students interview a sample of
teachers and administrators in the New York City public
schools. Fifty percent of those interviewed indicated that
black students are inherently inferior in intelligence and
that "The humanitarian thing to do, therefore, for these
children, is to provide schools essentially as custodial
institutions rather than educational institutions." (p. 21)
Hogan (1971) cited a 1962 study by Becker which found
that "... teachers believe inner-city children are diffi-
cult to teach, uncontrollable, violent and morally unacceptable
on all criteria." (p. 6120)
In a comparison of the views of eighty-nine black and
white inner-city elementary teachers in a midwestern urban
community, Gottlieb (1966) reported that while black teachers
tended to perceive students as "happy," "energetic" and "fun-
loving," white teachers described the same students as "talka-
tive," "lazy" and "rebellious."
A study by Davidson and Lang noted that teachers could
be differentiated on the basis of student perceptions of
teacher favorability toward them. The study, which included
eighty-nine boys and 114 girls in grades four, five and six
5in a New York City public school, concluded:
Children in upper and middle social class groups
perceived their teachers' feelings toward them
more favorably than did the children in the lower
social class groups, (p. 116)
The researchers also reported a positive relationship between
student perceptions of teachers' attitudes toward them and
students' self-concepts and academic achievement.
Among the most thorough investigations of teacher and
student attitudes is a study by Yee (1968^, 1968]^) which inclu-
ded the analysis of data from 102 teachers of 2,871 middle-class
children; and from 110 teachers of 2,777 lower-class children
in several communities in Texas and California. Although the
primary intention of the study was to investigate causal rela-
tionships among teacher and student attitudes, it uncovered
some rather striking evidence of unfavorable teacher attitudes
in urban schools participating in the study. On the basis of
results obtained from the Minnesota Teacher Attitude Inventory
(teachers) and the "My Teacher" Inventory (students), Yee
offered the following conclusions--
- concerning classroom climate in urban schools:
Such results indicate that . . . interaction
became more teacher dominated, pupils became
more conforming, and classroom climate grew
colder. School l^came less appealing for the
LC /~Lower Class_/student . . . .(1968]^, p. 280 )
- regarding comparisons between teachers of middle-
class and lower-class students:
6Analysis of teachers' affective attitudes toward
children indicate that warm, trustful, and sym-
pathetic teachers instruct MC /_Middle Class 7
and LC pupils face cold teachers who tend
to blame and fault them. (1968^, p. 342)
- relating to a specific set of urban teacher attitudes
:
The low . . . scores for teachers of LC pupils
indicate such teachers possess traditionalistic
and inflexibly negative attitudes toward child
control. (1968i5, p. 278)
- and, finally, with respect to urban teacher attitudes
in general:
If we assess equality of opportunities in schools
from the point of view of adequacy in meeting
the chief educational needs of pupils, this
study’s results suggest that LC pupils receive
teachers whose attitudes toward children are inade-
quate and contrary to such pupil’s needs.
(1968^, p. 343)
The foregoing review suggests a one-dimensional, albeit
wide-ranging, category of attitudes which can be labelled,
simply, "unfavorable." A second category, more subtle than
the former, which is given increasingly greater attention in
the literature is that of low expectations. Although research
in this area is far from abundant, a number of authors have
noted the critical importance of teacher expectations in
determining learning outcomes in the classroom. (Clark, 1965;
Rosenthal and Jacobson, 1968; Leacock, 1969; Rist, 1970;
Stein, 1971) These authors hypothesize, and in some cases
document, a process beginning with teachers’ low expectations
of student performance, operationalized in the classroom by a
disproportionate amount of teachers’ time accorded to non-instruc-
7tional behavior. Infrequency of instruction leads to low
academic performance of pupils, thus confirming teachers'
original predictions and reinforcing their classroom behavior.
The study of this phenomenon has been approached in a
variety of ways. The first, and most common approach has
been the experimental manipulation of the expectation variable
(Rosenthal and Jacobson, 1968). A second approach is the
careful observation of the phenomenon in the minute-by-minute
processes of classroom interaction (Leacock, 1969; Rist, 1970).
The least common, but perhaps most promising approach is the
observation of the phenomenon in reverse, i.e.
,
high teacher
expectations resulting in high pupil performance, in success-
ful programs and schools (Clark, 1965; Silberman, 1970).
Although they have been examined separately in the above
review, the two categories of attitudes are closely inter-
related. A teacher harboring unfavorable attitudes toward
children will more than likely expect little from them in the
way of academic performance. The primary differentiating
factor between the two sets of attitudes is that low expecta-
tions as often as not stem from attitudes usually considered
favorable, i.e.
,
sympathy, compassion, empathy, etc . As
Silberman (1970) has suggested:
. . . expectations can be lowered by empathy
as well as by distaste. ... By learning why
black (or Puerto Rican, Mexican-American or
Indian American) youngsters fail through no
fault of their own, teachers learn to understand
and to sympathize with failure — and thereby
to expect it. (p. 86)
8Whatever the interrelationship of these sets of atti-
tudes, their combined influence has resulted in classroom
practices that perpetuate the disproportionate degree of
academic retardation among poor and minority children in urban
schools. A "watery" curriculum (Stein, 1971); infrequent
teaching and evaluation (Leacock, 1969); emphasis on socializa
tion rather than academic objectives (Leacock, 1969; Silberman
1970); disproportionate amount of time accorded to discipline
and control (Rist, 1970; Deutsch, 1960) are common examples
of such practices. The extreme effect of these practices is
what Kenneth Clark calls "educational atrophy":
Children who are treated as if they are uneduca-
ble . . . become uneducable. ... It is gener-
ally known that if an arm or a leg is bound so
that it cannot be used, eventually, it becomes
unusuable. The same is true of intelligence.
(1965, p. 128)
Statement of the Problem and Purpose of the Study
The argument of a direct causal relationship between
teacher attitudes and failing urban schools has been well
established in the literature. However, there have been
relatively few attempts to determine the specific attitudinal
factors associated with successful urban programs and schools
The few efforts in this area have been largely descriptive.
(Stevens, 1967; Kirst, 1967; Clark, 1965; Silberman, 1970;
Gentry, Jones, et al . , 1972 ; Paschal, 1966); or if systematic
have isolated a set of general factors associated with educa-
tional success (Weber, 1971).
9An examination of such efforts (See Chapter Three) suggests
that attitudes associated with successful urban schools, pro-
grams and teachers comprise three categories: 1) positive
attitudes toward cultural and individual integrity of stu-
dents, particularly as manifested through language 2) high
expectations for students’ academic performance 3) favorable
3-ttitudes toward teacher and school accountability.
The purpose of this study, therefore, is to report an
investigation of the hypothesized relationship between these
three attitudinal factors and effective teaching in urban
schools through the rationale, design and validation of an
urban teacher attitude inventory -- The Center for Urban
Education - Teacher Education Program Attitude Inventory --
developed by the author at the University of Massachusetts,
Amherst
.
Content and Organization of the Study
Four chapters comprise subsequent portions of the study.
The following is a brief description of each chapter:
— Chapter Two reviews literature on scales and inven-
tories most commonly used to assess urban teacher attitudes
.
Through an analysis of these and a discussion of their limi-
tations
,
the review seeks to establish the need for a more
appropriate instrument.
-- Through the examination of successful urban schools and
programs, and supporting empirical evidence. Chapter Three
10
presents a rationale for the three attitude constructs that
comprise the Inventory. Second, it reports the specific design
of the Inventory in terms of its structure, response mode and
scoring, content validity and the specific item content of
each of the three constructs comprising it. And, finally, it
presents evaluative data — item discriminability
,
internal
consistency gathered from field testing of the Inventory
on a sample of 193 elementary and secondary school teachers
in three urban school systems.
— Chapter Four reports the design, procedures, and results
of two studies to validate the Inventory; and it offers rec-
ommendations for further investigation into the characteristics
of the Inventory.
Both studies were designed to test four validation hypothe-
ses: that "most effective" teachers would score higher on the
total Inventory and each of the three constructs than would
"least effective" teachers in urban schools.
In the first study, which includes data from a sample of
teachers in two school systems in the midwest and east-central
United States (N = 108), "effectiveness" was subjectively rated
by school principals on the basis of three criteria: 1) aca-
demic performance and progress of pupils 2) pupil perceptions
of teachers 3) principals’ criteria for teaching effectiveness.
Data for the second study was collected from thirty ele-
mentary school teachers in seven urban elementary schools in
11
the Springfield, Massachusetts, public school system. The
criterion for "effectiveness" was operationally defined as
the interrater reliability of .86 obtained by three indepen-
dent judges of teacher effectiveness.
Procedures for both studies included the selection of
four teachers -- two rated "most effective" and two rated
"least effective" -- from each participating school. Selected
teachers completed the Inventory and answer sheets were mailed
directly to the researcher.
In both studies
,
a T-Test was employed as statistical
treatment to determine differences between mean scores (total
Inventory score and three construct scores) of "most effective"
and "least effective" teachers.
Chapter Five summarizes the study and discusses its impli-
cations for teaching and learning in urban schools.
Significance of the Study
The significance of the study is best stated in terms of
the potential uses of the Inventory. Such uses include the
following: the facilitation of research at school and class-
room levels, particularly research that explores relationships
among teacher attitudes, teacher behavior and pupil performance;
the evaluation of in-service and pre-service programs and work-
shops for urban teachers; the assessment of current attitudes
of urban school personnel as a preliminary step in establishing
both a need and a direction for change.
12
Limitations of the Study
The primary limitation of this investigation lies in the
design of the two validity studies reported in Chapter Four.
The studies utilized the subjective ratings of principals
(Study One) and three independent judges (Study Two) as criteria
for teacher effectiveness. However, as has been noted in the
literature on teacher effectiveness
:
This approach to criterion definition usually
ignores the comparative instability of the
evaluations made about teachers on different
occasions, as well as the different education-
al outcomes and situational differences char-
acteristic of teaching positions." (Mitzel,
1960, p. 1484)
The ratings approach was taken for two reasons. First, because
of similar precedent (Leeds, 1950); and second, because of the
limited resources available to the author. After the research
had been planned and implemented, however, subsequent examina-
tion of the literature revealed that the ratings obtained in
the two studies would be inadequate criteria for teacher-
effectiveness as defined in this investigation. (See definition
of terms #4.) While the studies are reported and their results
discussed in Chapter Four, it should be noted that the construct
validity of the Inventory remains as yet to be investigated and
established.
Definition of Terms
The following are definitions of terms used in the study.
1. Attitude - a predisposition to behave toward a class of
13
SOC13.1 on "ths basis of "th© dursction (posibiv© vs.
negative) and strength of feelings associated with those
ob j ects
.
2» Minority Children (Students) - children who are members
of the following American ethnic groups: Black, Hispanic,
Indian, and Asian.
3 . Validity - the extent to which an instrument measures
what it has been designed to measure. In the context of this
study, the operational definition of validity is the degree to
which scores on the Attitude Inventory differentiate "most
effective" and "least effective" teachers in urban schools.
4. Effective (Successful) Teaching in Urban Schools - The
problems inherent in establishing criteria for teacher effec-
tiveness have been widely acknowledged in the literature
(Mitzel, 1960). While this study does not pretend to resolve
these difficulties, it does use the term in a conscious way.
At the most operational level of definition, relating to
what Mitzel calls "process" criteria, effective teachers in
urban schools are those who spend a relatively high percentage
of class time engaged in instructional behavior; and, they are
teachers under whose direction most students spend a relatively
high percentage of class time involved in learning activities
related to teachers’ instructional objectives.
A second level of definition, an assumed manifestation of
the first, is what Mitzel refers to as "product" criteria. At
14
this level, teacher effectiveness is stated in terms of
1) observable academic performance and progress of students
and 2) pupil perceptions of teachers. The more effective
the teacher, therefore, the greater will be the academic
achievement of pupils, and the more positive will be pupils'
perceptions of teachers
.
The third and least operational level of definition is
stated in terms of the ultimate educational product. At this
level, effective urban teachers are those who have equipped
their students with the cognitive skills necessary for the
successful negotiation of a competitive, technological society.
One might argue that the foregoing definitions rely too
heavily on cognitive criteria for teacher effectiveness -- to
the exclusion of the higher-level, affective needs of children.
The author's position here is twofold.
First, urban schools continue to be severely deficient
in providing students with the cognitive skills (reading,
writing, computation, etc.) necessary for success in American
society. Thus, any definition of teacher effectiveness in urban
schools should establish acquisition of cognitive skills as
priority criteria.
Second, the realization of children's affective needs
(i.e., positive self-concept, sense of control over one's
circumstances, feelings of self-worth, etc .
)
does not occur
in a vacuum. Children require concrete, objective evidence
15
which "to "tssi the 3^s"tificaiion for positive percep-
tions of self. Such evidence must ultimately be based on
the degree to which one is successful at that which the schools
and the larger society deem important. American society demands
that for survival, participation and ultimate success, its
citizenry acquire a solid foundation of cognitive skills. A
child who cannot read, then, is a child for whom the likeli-
hood of a positive self-perception has been greatly diminished.
Thus, in the context of American society, meeting children’s
affective needs is highly correlated with, and heavily depen-
dent on the acquisition of cognitive skills.
CHAPTER II
SCALES AND INVENTORIES FOR THE MEASUREMENT
OF URBAN TEACHER ATTITUDES: A CRITICAL ANALYSIS
Introduction
This chapter reviews literature on scales and inventories
used, or designed for use, in the measurement of urban teacher
attitudes relevant to teacher effectiveness. The instruments
included in the review were selected on the basis of the
following criteria: 1) used, or designed for use, in the
determination and/or prediction of teacher effectiveness in
urban schools serving poor and minority children 2) evidence
(either stated or statistically presented) of scale validity
based on samples of fifty or more respondents.
The instruments reviewed include the Minnesota Teacher
Attitude Inventory (Leeds, Cook and Callis
,
1951); Faunce’s
Q-25 (Faunce, 1969); Edwards’ inventory for teachers of "under-
privileged" children (Edwards, 1966); and the semantic differen-
tial (Osgood, Suci, and Tannenbaum, 1957).
Overall, this chapter argues the need for an instrument
that measures attitudes more specifically relevant to effective
teaching in urban schools.
The Minnesota Teacher Attitude Inventory
The Minnesota Teacher Attitude Inventory (MTAI) is among
the most widely used instruments for research on teacher atti-
17
tudes
. It is most often described as measuring attitudes along
an autocratic subject-centered vs. democratic child-centered
continuum. However, a recent factor analytic study by Horn
and Morrison (1965) suggests that the MTAI consists of five
largely independent factors: Traditionalistic vs. Modern
Beliefs about Child Control; Unfavorable vs. Favorable Opinions
about Children; Punitive Intolerance vs. Permissive Tolerance
for Child Misbehavior; Aloof vs. Involved (Sensitive, Empathe-
tic) Attitude toward Children; and Laissez Faire vs. Controlling
Attitude toward Children.
Whatever its composition, the MTAI, according to its
authors, is designed to measure those attitudes of a teacher
which will predict how well he will get along with pupils in
interpersonal relationships (Leeds, Cook and Callis
,
1951, p. 1).
The original validation study of the MTAI, reported by
Leeds (1950), included the responses of 100 "inferior" and 100
"superior" teachers, as rated by principals on several criteria
of teacher-pupil rapport, to approximately 700 attitude state-
ments. The 164 items that most effectively differentiated
these two groups of teachers comprised the experimental inventory.
Form X-164. This form was then validated on a sample of 100
randomly selected teachers of grades four to six inclusive by
correlating scores on the inventory with three criteria of
teacher-pupil rapport: ratings of principals; ratings based
on classroom observations by Leeds himself ; and ratings by stu-
18
dents on a fifty-item "My Teacher" questionnaire. A multiple
correlation of .595 (validity coefficient) was obtained be-
tween inventory scores and the three criteria.
Since the initial validity study by Leeds, a good deal of
evidence has been presented in support of the validity of the
MTAI. Few, if any, studies, however, have been designed speci-
fically to validate the MTAI for teachers of poor and minority
children in urban schools.
Despite this limitation, a number of studies have utilized
the MTAI in research on urban teacher attitudes. Several
approaches have characterized this research: correlation of
MTAI scores with other teacher attitude variables ^^derson and
Johnson, 1969; Faunce, 1969; Skeel, 1967); measurement of
change in MTAI scores as a result of pre- and in-service pro-
gram treatments (Fischle, 1968; Baumann and Nussel, 1968;
Dziuban, et al
.
,
1967 ); determination of the relationship
between MTAI scores and ethnic group membership of teachers
(Boger, 1967); correlation of MTAI scores with pupil attitude
variables (Yee, 1966). All of these studies have assumed the
validity of the MTAI for urban teachers.
Moreover, a number of writers have presented a case for
this assumption. For example, in describing factor II of the
MTAI, Unfavorable vs. Favorable Opinions about Children, Horn
and Morrison (1965) stated that "This dimension would probably
be particularly important in the selection of teachers who
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would have to deal with culturally deprived
. . . children"
(p. 122). (One assumes that the authors’ use of the term
"culturally deprived" refers to low-income, minority children.)
Yee (1966) established a more detailed case for this
position. His study showed that teacher influence was much
greater in lower-class schools than in middle-class schools
(p. 116). Relating this finding to the MTAI
,
Yee suggested:
To ;yie degree that teachers’ attitudes are
causes
^
i . e
.
,
teacher influence is greater_7
and pupils’ attitudes are effects, such instru-
ments as the MTAI have greater significance for
selecting prospective teachers
. . . . (p. 8)
Reinforcing the point, Yee added:
. . . teacher attitudes of warmth and permissive-
r^ess / i . e
.
,
attitudes measured by the MTAI_/
are even more important to lower-class children
than to middle-class children. . . . Insofar as
such teacher attitudes can be brought into the
classroom through selection and training proce-
dures, the effort should especially be made to
place the "better" teachers in schools located in
lower-class neighborhoods, (pp. 116-117)
Gage (1965) argued a similar case by citing an early
study of the MTAI (Della-Piana and Gage, 19 55), in which the
validity of the MTAI had been found to vary according to the
values of the pupils interacting with the teacher. The
researchers had concluded that teachers who score high on the
MTAI will be more effective with pupils who have a high affec-
tive (social-emotional) need than with those who have a high
cognitive (knowing-understanding) need. On the basis of these
findings. Gage concluded:
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If lower-class pupils have strong affective
values concerning teachers, the attitudes meas-
ured by the MTAI should be much more significantfor teacher effectiveness in winning a favorable
response from pupils, (p. 188)
The foregoing arguments rest on two basic assumptions:
that teacher influence on poor and minority children is rela-
tively great; and that poor and minority children have "affec-
tive" rather than "cognitive" needs and values with respect
to education.
On the face of it, these assumptions appear reasonable.
It is probably true that the greater the degree of powerless-
ness of children, the greater will be the influence of "signifi-
cant" adults. Furthermore, children who live in a society that
"tr’ansmits its disapproval of them in myriad blatant and subtle
ways will probably manifest a greater need for emotional support
than will their more fortunate counterparts. However, the dan-
ger in these assumptions is that implicit in them is the notion
that because poor and minority children have relatively strong
affective values, they place little value on learning ( i . e
.
,
"knowing," "understanding") and, therefore, the most appropri-
ate goal for teachers -- and one which they are in a position to
achieve, given the magnitude of their influence -- is to make
children "happy" by providing uncritical emotional support.
Such a notion betrays both a lack of respect and an extremely
low expectation for children’s intellectual capabilities.
A study by Anderson and Johnson (1969) illustrates the
point. The researchers found a high correlation between scores
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on the MTAI and teachers’ preferability for teaching "cultur-
ally disadvantaged" youth. "Preferability," however, was
determined by teachers’ responses to the following two ques-
tions: "What type of class do you most like to teach?
0) high ability 1) other ..." and "What kind of high school
would you most like to work in? 0) an academic high school
with strong emphasis on college preparation 1) other ..."
(p. 58). Teachers who responded "other" to both questions were
designated as having greater "preferability" for teaching
minority children. Thus "preferability" -- which the researchers
termed a "positive attitude" toward minority children — was
operationally defined in terms of lower ability and less
emphasis on academics and college. High scores on the MTAI,
then, were directly related to teachers’ assumptions of the
inferior academic abilities of minority students.
The researchers’ intentionally optimistic conclusion,
based on their finding that teachers who scored highest on both
"preferability" and the MTAI were located in schools with the
greatest concentration of low-income minority students , reflects
the subtle condescension and low expectation inherent in the
assumptions of MTAI validity for urban teachers:
Teachers more interested in individual prob-
lems and with more flexible or open attitudes
toward students and academic achievement are
found more often in the areas where problems
exist and less stress or social prestige is
placed on academic achievement, (p. 27)
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This writer's position, therefore, is that while the
MTAI may differentiate teachers with rigid, negative atti-
tudes and those with flexible, positive attitudes toward
children, it will not discriminate between teachers with
high and low expectations of pupils academic performance;
and that, in fact, arguments for the use of the MTAI in predic-
ting urban teacher effectiveness are themselves based on
assumptions of the inferior academic abilities of minority
students. In short, positive attitudes as measured by the
MTAI may be desirable, but are by no means sufficient for
effective teaching in urban schools.
In addition to this crucial limitation, there are other
problems associated with the use of the MTAI. In a thorough
analysis of the historical use of the MTAI, Getzels and Jack-
son (1963) noted several unresolved issues. The first is that
MTAI "Studies using similar groups of subjects come up with
substantial differences in mean scores -- differences for which
no explanation is given" (p. 521).
Furthermore, MTAI studies have yielded contradictory
results. Some have indicated that the MTAI is a valid predic-
tor of teaching success (Stein and Hardy, 1957); while others
have stated flatly that it is not (Sandgren and Schmidt, 1956).
Callis (1950) suggested that the MTAI is only slightly sus-
ceptible to faking, while Coleman (1954) concluded the following
23
Use of the MTAI as a major factor in hiring
a teacher or accepting a student for teacher
training would not seem warranted in light of theinstrument’s susceptibility to faking, (p. 236)
A final limitation is the MTAI ’ s reliance on empirical
scoring. Stated Getzels and Jackson:
It is an empirically constructed scale, with
a scoring key that is essentially atheoretical
,
not permitting any logical explanation of the
responses that are "wrong" -- other than that
teachers selected on some a priori ground as "good"
give the one, the teachers selected on some
a priori ground as "bad" give the other. Why
they give the one or the other, or how the one
response or the other is related to good or bad
teaching, is not considered relevant, for the
problem posed is not rational understanding but
pragmatic prediction, (p. 521)
This "atheoretical" aspect of the MTAI leads to difficulty
not only in terms of a rational understanding of the relation-
ship of a given response to "good" teaching, but also in terms
of the development of educational treatments for changing
attitudes in a desired direction.
Faunce's Q-25
Faunce (1969) developed an attitude scale to get at
answers to the following three questions:
1) Do "effective" teachers of the "disadvantaged" hold attitudes
different from "not effective" teachers?
2) If so, in what ways do they differ?
3) What characteristics of teachers are related to these attitudes?
Two hundred and ten "effective" teachers and ninety-seven
"not effective" teachers were selected for participation in the
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study on the basis of one or more of the following criteria:
peer nomination; requests for transfer into or out of low-
income schools; self-rating describing respondent ’s feeling
about teaching the "disadvantaged"; personnel office file
information reflecting teachers’, parents’ and principals’ views
of the teacher; years of experience teaching "disadvantaged"
children.
Participating teachers were administered a 186-item
questionnaire in which fourteen subject matter categories —
communications, delinquency, teachers, health, mental ability,
parents, physical surroundings, race, self-concept, work,
teaching methods, physical appearance, peers and siblings, and
"culture" were represented in approximately equal numbers.
Twenty-five items were found to discriminate between "effective"
and "not effective" teachers at levels that were statistically
significant. These items comprised the final attitude inventory
(Q-25).
To determine the characteristics of Q-25, Faunce conducted
a factor analysis of responses to the inventory of 420 teachers
(including the original two criterion groups).
Six factors were found to comprise the inventory. Factor
I was termed "Acceptance vs. Rejection of Physical Deprivation."
"Effective" teachers tended to accept the fact that their
students were, relatively speaking, "physically" and "materially"
deprived; while "not effective" teachers tended to deny that
deprivation existed.
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Factor II, "Equality vs. Discrimination," indicated that
effective" teachers acknowledged discrimination of minority
children by the larger society, while "not effective" teachers
believed that equality of opportunity existed for all people.
Stereotyping vs. Restraint" was the term given Factor III.
'Not effective" teachers tended to agree with fairly traditional
stereotypic statements ( i . e
.
,
Negroes are genetically lazy;
Poor children can be recognized by their appearance; etc . )
,
while "effective" teachers did not.
Factor IV was "Pleasantness vs. Unpleasantness in Teaching
the Disadvantaged."
Factor V was similar to Factor I in that it differentiated
the two groups on the basis of the denial, by "not effective"
teachers, of the physical deprivation of minority children.
It included, however, a punitive dimension which suggested
".
. . that those who exhibit symptoms of the disadvantaged
should be punished . . . since anyone can succeed in the United
States if he really wants to" (p. 6).
Factor VI indicated that "not effective" teachers tended to
deny "cultural" differences between middle- and lower-class
children, "culture" being defined largely in terms of economic
status. This being the case. Factor VI was closely related to
Factors I and V. Factor VI was labelled "Cultural Denial vs.
Acceptance of Culture (of Poverty)."
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The six factors described above suggest that what is
measured by Q-25 is the degree of overt racial prejudice of
teachers of minority children. Faunce himself states that
"In its most succinct form, a description of Effective
Teachers suggests empathy, while a description of Not Effective
Teachers suggests lack of empathy, close-mindedness or preju-
dice" (p. 16). In essence, what Faunce discovered is that
"effective" teachers of minority children are less racially
prejudiced than "not effective" teachers — hardly a surprising
finding
.
The problem with Q-25, then, is that it measures what is
already known, shedding little light on more specific attitude
factors that may be associated with effective teaching.
Furthermore, Q-25 measures attitudes deeply imbedded in
the personalities of teachers -- attitudes resistant to change.
Thus its content suggests no educational treatment that might
be employed to change attitudes in a more positive direction.
For example, few treatments seem applicable for teachers who
in the late 1960 's continued to deny the fact that society
discriminates against racial minorities.
The limitations of Q-2 5 are similar to those of the MTAI.
The unfavorable attitudes toward children in general, as
measured by the MTAI, are roughly parallel to the attitudes
of racial prejudice toward minority children as measured by
Q-25. This is supported by the fact that Faunce found a posi-
27
tive and statistically significant correlation between scores
on Q-25 and the MTAI
. Thus both instruments measure a set of
desirable teacher attitudes. However, if there are attitude
variables more specifically related to effective teaching
behavior, neither the MTAI nor Q-25 is designed to measure
them.
Edward
^
s Attitude Scales for Teachers of "Underprivileged'* Children
Edwards (1966) reported the development and use of a "valid,
reliable instrument ... to test teacher attitudes relevant
to the teaching of underprivileged children" (p. 85).
The instrument was developed for use in a research project
conducted jointly by the departments of education and criminolo-
gy at the University of California, Berkeley. The project
consisted of periodic in-service workshops for teachers con-
sidered "highly successful" with "underprivileged" children. The
instrument was used to measure attitude change among teacher par-
ticipants and controls (N = 40, each group).
Six attitude dimensions, agreed upon by the staff of the
project, were built into the instrument: 1) compassionate
2) punitive 3) austere-rigid 4) flexible 5) knowing school
6) sentimental.
A factor analysis of participant responses to the inventory
indicated twenty-five separate factors which were grouped under
five general headings: 1) authority for decisions 2) acceptance
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of the underprivileged 3) a liking for simple solutions
4) interest in the teaching art 5) a miscellaneous category.
No significant differences in attitude scores of work-
shop participants were obtained from pre- to post-test measure-
ment. On the basis of this finding, Edwards concluded:
. . . the success of a teacher of underprivi-
leged children
. . . does not depend heavily
on the attitudes of the teacher that were
measured. Rather it depends on the extent to
which the teacher has been able to work out
classroom techniques and procedures that are
successful in the sense of keeping teachers
and students
,
and hence administrators and
parents, reasonably content with the class-
room situation. The teacher who achieves this
kind of success has been able to practice
classroom behaviors that are consonant with his
attitudinal orientations, (p. 85)
The problem with the foregoing conclusion — a clear
capitulation to educational mediocrity -- is that it is based
on the use of an instrument with severe limitations. For
example, no indication was given of the criteria employed for
the selection of the "highly successful" group of teachers
on whom the instrument was tested.
Furthermore, there was no attempt to provide a theoretical
basis for the relationship between the six postulated attitude
factors and "successful" teaching of "underprivileged" chil-
dren. The same is true for the five general factors derived
from the analysis of teacher responses to the inventory.
Although Edwards stated that the instrument is "valid,"
no evidence for validity was reported other than the agreement
among project staff members as to the content of the inventory.
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Finally, the most serious limitation of the instrument
is probably best stated by Edwards himself: "Items of the
inventory are so extremely complex as to defy conscious
rational analysis" (p. 85).
The problem with the inventory, then, is its potential
users, assuming its relevance to effective teaching, may
conclude, like Edwards, that "The only trait that ’good’
teachers share is the ability to use themselves as they pres-
ently are . . ." (p. 83). While this may be true, Edwards’
results in no way prove it. On the contrary, an equally
feasible conclusion is not that common attitudes among "good"
teachers are non-existent, but rather that Edwards’ inventory
simply fails to measure them.
The Semantic Differential
Although the semantic differential is often viewed as a
"technique" for measuring attitudes, Shaw and Wright (1967)
stated that "In fact it may be thought of as an attitude scale,
although particular items included in the scale may vary" (p. 30).
Osgood and Suci (1955) describe the logical basis for
the semantic differential as follows: "The process of descrip-
tion or judgment can be conceived as the allocation of a con-
cept to an experiential continuum, defineable by a pair of
polar terms" (p. 326). Thus, in applying the technique, a
subject is directed to rate a concept (attitude object) on a
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set of seven-point bipolar scales ( i.e.
,
good vs. bad;
beautiful vs. ugly; etc.). The technique is illustrated by
the following:
Concept: Teacher
Good
Beautiful
Bad
Ugly
The respondent is requested to place a check mark at the point
on the scale continuum indicating the direction and intensity
^is/her feeling toward the concept. Scores are derived by
assigning integral weights to each of the points along the
scale
.
In a factor analytic study in which 200 undergraduates
rated forty concepts along various bi-polar scales, Osgood
and Suci (1955) established three dimensions of meaning: an
evaluative factor, a potency factor, and an activity factor.
Since attitude is generally conceived of as an evaluation,
the bi-polar scales comprising the evaluative factor are those
most frequently used for the measurement of attitudes. Find-
ings of the study indicated that the fifteen bi-polar scales
with the highest loadings on the evaluative factor were good
vs. bad; beautiful vs. ugly; sweet vs. sour; clean vs. dirty;
tasty vs. distasteful; valuable vs. worthless; kind vs. cruel;
fragrant vs. foul; honest vs. dishonest; fair vs. unfair;
pleasant vs. unpleasant; bitter vs. sweet; happy vs. sad;
sacred vs. profane; nice vs. awful. Use of these scales in
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in attitude research has generally ranged from several (three
to five) to all fifteen listed above.
Osgood, et al o(1957) reported high test-re-test relia-
bilities for the semantic differential, and moderate to high
validity coefficients based on correlations of the semantic
differential with other attitude scales.
A number of studies have utilized the semantic differen-
tial to assess the attitudes of urban teachers (or prospec-
tive teachers). Representative studies included here range
from measuring the effect of pre- and in-service program
treatments on participant attitudes (Washington, 1970; Wheeler,
1970); and the effect of student-teaching on the attitudes
of interns (Elwell, 1965); to measuring the current attitudes
of teachers toward their students (Yee, 1966).
The concepts rated by respondents in these studies were,
either explicitly or implicitly, children whom prospective
teachers were being prepared to teach ( i . e
.
,
"Negro Student"
/_Elwell_/; "Inner-City School" /J^Washington_7) ; or whom teachers
were currently instructing ( i . e
.
,
"My Class" /_Yee_/ ; "Pupil"
/_Wheeler_/ )
.
Thus the semantic differential as used in these studies
has limitations similar to the MTAI and Q-25. That is, it was
used to measure favorability vs. unfavorability with respect to
poor and minority children. However, as previously suggested,
while favorable attitudes toward children are undoubtedly impor-
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tant
,
they do not by themselves determine teacher effective-
ness .
Additional Comments on the Semantic Differential
The foregoing analysis speaks to the limitations of the
use of the semantic differential, but not to the limitations
of the technique itself . That such limitations do exist
— at least in the context of this study — has led the writer
to reject an adaptation of the semantic differential to the
present investigation.
Most studies employing the semantic differential --
including the original factor analytic study (Osgood and Suci,
1955) and subsequent validity studies (Osgood, et al
.
,
1957)
have had respondents rate unambiguous one and two-word con-
cepts over whose definitions there could be little disagree-
ment. In fact, Osgood and Suci state that "... concepts of
ambiguous or indefinite meaning will tend to be allocated to
positions near the neutral point" (p. 329).
However, concepts of interest to the present study such
as "accountability" (see Chapter Three) have acquired such
variable or general definitions as to be meaningless unless
qualified in the context of an attitude statement. While the
use of attitude statements, as opposed to single word concepts,
may in no way reduce the viability of the semantic differential
technique, the bulk of studies employing the technique have nei-
ther utilized nor required such a context.
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A second limitation is reported in a study by Nichols and
Shaw (1964). The researchers found that when attitude objects
were particularly salient to the respondents, the usual high
correlations between the semantic differential and Thurstone
scales did not obtain. Whether "saliency" lowered the validity
of the semantic differential or the Thurstone scales is not
clear; however, the authors imply that because ”... meanings
of responses to the semantic differential may be more trans-
parent
. .
.” to respondents, then it is plausible that the
semantic differential is the scale most effected by saliency
(p. 274).
Summary and Conclusion
The foregoing review critically analyzed several scales
and inventories used to measure attitudes assumed relevant to
urban teacher effectiveness. What these scales were designed
to measure, in most cases, were general attitudes of favorability
vs. unfavorability
,
prejudice vs. non-prejudice toward poor and
minority children in urban schools (an exception is Edwards’
inventory, in which case it is unclear exactly what is being
measured). While such attitudes are clearly important, they
stop far short of predicting teacher effectiveness. In fact,
favorability toward children may, in some cases, be positively
related to teacher ineffectiveness. A powerful example of this
is provided by Leacock (1969) in her analysis of teaching in
low-income, urban schools:
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We also observed that a generally friendlvteaching style did not prevent a basic non-
supportiveness of learning in the low-incomeNegro classrooms. The second-grade teacher waswarm and motherly and seemed genuinely to likethe childr^; the fifth-grade teacher was friend-
ll in both casesthe children's very being, their existence, as
well as their contributions, were being denied or
undermined. Albeit pleasantly, lower status
roles were being structured for the children
.poorer images of themselves were being presented
to them. (p. 203 )
This writer concludes, therefore, that there exists a
need for an instrument that will measure attitudes more
specifically related to effective teaching in urban schools.
The following chapter presents the rationale, design and pre^
liminary evaluative data for an instrument -- The Center for
Urban Education-Teacher Education Program Attitude Inventory
developed by the author to address this need.
CPIAPTER III
THE CENTER FOR URBAN EDUCATION
TEACHER EDUCATION PROGRAM ATTITUDE INVENTORY;
RATIONALE, DESIGN AND PRELIMINARY DATA
Introduction
This chapter presents the Center for Urban Education-
Teacher Education Program Attitude Inventory (hereafter re-
ferred to as the "Inventory") developed by this writer at
the University of Massachusetts, Amherst. The writer's
position, from which a set of formal hypotheses will be de-
rived and presented in the following chapter, is that the
Inventory measures a set of attitudes closely related to
effective teaching in urban schools.
Chapter Three consists of three parts. The first presents
a theoretical rationale for the attitude constructs that com-
prise the Inventory. The rationale is based on an analysis of
several successful urban programs and schools, from which three
common attitude factors are generalized; and a review of
research in support of the relationship between these factors
and urban teacher effectiveness.
The second part describes the design of the Inventory,
including its structure, response mode and scoring, construc-
tion of items, content validity and the specific item content
of each of the three attitude constructs.
36
Finally, Part Three reports evaluative data derived
from an analysis of responses to the Inventory of a sample
of 193 teachers from three public school systems in the mid-
west, northeast and east-central United States.
Part One: Rationale
Successful Urban Programs and Schools: Some Generaliza -
ble Attitude Factors
One approach to determining attitudes relevant to effec-
teaching is through an analysis of successful programs
and schools to isolate common attitude factors. The follow-
ing is such an approach. All the schools and programs des-
cribed below served predominantly low-status (as defined by
conventional criteria, e
.
g
.
, family income, number of families
on welfare. Title One funding, number of students receiving
free lunch, etc . )
,
minority children. Furthermore, consistent
with the definition set forth in Chapter One, "success" is
defined in terms of significant and unprecedented gains in
pupils’ academic achievement and/or the performance of pupils at
or above national norms on standardized academic achievement
measures
.
Stevens (1967) provided one of the earliest accounts of a
successful inner-city program. In 1962, forty-three low-income,
black children were enrolled in the Henry Clay Elementary School
in Norfolk, Virginia. According to scores on the Metropolitan
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Readiness Test, sixteen of the students were classified Poor
Risks for schooling; twenty-one as Low-Normal; six were Average;
and none was Superior. Eight months later, according to the
same test, six students were now classified as Low-Normal,
twenty-six as Average, four as High Average and seven were Su-
perior. Four years later the remaining twenty-seven children of
the original forty-three had a class average in overall achieve-
ment slightly above the fourth-grade national norm as measured by
a nationally standardized fourth-grade achievement test.
The author cited several success factors: the enrichment
of students* environment through field trips, special activities,
e^.
; a system of "fluid" grouping; and "... most important,
and most intangible, a personal, understanding kind of relation-
ship between pupils and teachers" (p. 14), initiated and main-
tained largely through the efforts of the school principal.
According to the principal, the first two factors "... as
important as they are, they are not the crucial factors. . . .
Without the proper attitude and approach by the teacher . . . all
else is futile" (p. 14).
The "personal," "understanding" relationship appears to
be a direct function of institutional insistence on teachers'
establishment of a full knowledge of each child (home visits and
parent conferences were heavily stressed by the principal) and
the development of curriculum and instruction based on this
knowledge. The relationship was, in short, based on attitudes
of respect for each child's individual integrity.
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A second factor unacknowledged by Stevens but impli-
cit in his description of the school — was the institutional
attitude that the children were fully capable of learning.
A statement by the principal illustrates this point:
"teachers flag when, as often happens, theydon t seem to be getting anywhere. I say to them.
Yes but you go on and try and one time it will
work. In one sense, we’ve got a selling program
going on all the time. (p. 16)
Clearly, the "selling program" was the principal’s means of
maintaining high teacher expectations for pupils’ academic
performance
.
Clark (1965) cited Junior High School 43 in New York
City and The Banneker Project in St. Louis, Missouri, as ex-
amples of success.
He described the former as " . . . largely a custodial
program for the ’culturally deprived’ until it became a pilot
demonstration guidance program in 19 56 ^ Thereafter
,
signifi-
cant changes occurred:
Six times as many students went to college
(twenty-five percent) than had earlier (four
percent). The drop-out rate fell one-half, from
fifty percent to twenty-five percent. Eighty-one
percent were judged to have greater intellectual
capacity than their earlier I.Q. and achievement
scores would have predicted -- their I.Q.’s in the
eleventh grade went up an average of eight to nine
points . In the more than two years during which
the tests were made, the average student gained
4.3 years in reading scores compared with 1.7 years
during a similar earlier period, (p. 142)
^The pilot project was later expanded into New York City’s
Higher Horizons Program which, unfortunately, did not fulfill
its earlier promise.
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accounted for* these results largely in terms of a
rise in teacher expectations
:
The "miracle" seemed due primarily to an im-
plementation of the belief that such children can
learn.
.
. School personnel were told to adopt
an affirmative view of their students and give up
their earlier negative views. Therefore, certain
educational methods previously considered question-
able for lower-class children were now used. (p. 142)
A shift in teacher expectations was also the primary
causative factor in the success of the Banneker Project in
St. Louis.
In 1958-59, Banneker children were achieving consis-
tently below national norms in reading, arithmetic and lan-
guage achievement. Under the leadership of district direc-
tor, Dr. Samuel Shepard, academic performance began to markedly
improve. Clark described Shepard’s mandate to district school
personnel and its subsequent results:
Principals were asked to help teachers have a
more positive attitude toward the children and their
chances for success . Teachers were to visit the
homes of their pupils to familiarize themselves with
the social and familial situation. In addition,
teachers were asked to ignore I.Q. scores and to
treat all children as if they had superior ability.
As a result of this . . . approach, eighth graders
went from 7 . 7 years in reading to 8 . 8 in two and
one-half years; from 7.6 in language to 9.1; and
7.9 to 8.7 in arithmetic. . . . The median I.Q. was
raised almost 10 points, (p. 144)
The change, according to Clark, was due primarily to ". . .
the attitude and perspective of teachers which influenced
the way in which students were taught and learned" (p. 144).
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In a more recent publication, Clark (1972) analyzed
numerous effective urban programs and schools at all levels
of education, representing a wide range of theoretical orien-
tation and instructional approach (pp. 58-168). Of crucial
importance to the success of all such programs are "... high
teacher expectations of student capacity to perform" (p. 58).
To this Clark added a second attitude factor — implicit in
his earlier work but here directly stated -- as requisite for
the success of urban programs: ".
. . assumption of responsi-
bility by the school for educational achievement of the child"
(p. 59). All successful schools, noted Clark, "... have
assumed that the schools have a primary responsibility to
teach; all assume that schools with predominantly poor and
black children are not exempt from that responsibility" (p. 60).^
Silberman (1970) analyzed the success of three New York
City public elementary schools: John H. Finley School and P.S.
192 in West Harlem; and P.S. 146 in East Harlem. All are schools
in which "... students ’ academic achievement . . . approximates
or even surpasses the city-wide and national norms . . ."(p. 99).
Silberman cited three success factors. The first was high
expectations for pupils’ academic performance on the part of
o
It would be a misrepresentation to imply that Clark per-
ceives teacher expectations and attitudes toward educational re-
sponsibility as the only criteria for success. In addition to
these, Clark also sets forth criteria including clear, con-
crete and sequential educational objectives; rigorous standards;
systems of educational supports; and some general criteria
such as "strong, purposeful and consistent leadership" and "an
ability to handle conflict and challenge creatively." The two
factors cited above, however, are the two most clearly related
to attitudinal dimensions of success.
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school personnel. An answer to the question of what happens
when individual teachers in these schools do not share the
conviction that "disadvantaged" children can learn provided
the basis for the second success factor:
The answer is at once simple and complex.
The self-fulfilling prophecy, whereby fears are
"t^S-Hslated into reality
. . . operates only in
the absence of deliberate institutional controls."
The ^ three principals supply such controls — controls
designed to transform the self-fulfilling prophecy
from a negative to a positive one. For the prin-
cipals not only expect their students to succeed,
they hold themselves accountable if their students
fail. . . . The schools are run accordingly: the
expectation for success, and accountability for
failure, are built into their structure, (pp. 105-6)
The second success factor, then, can be termed "accountability."
A third success factor is manifested in what Silberman
variously described as a "free," "purposeful," "supportive,"
"warm," "child-centered," atmosphere. While difficult to
isolate and describe, it might best be termed the acknowledge-
ment and respect of children’s cultural and personal integrity.
".
.
.
great stress," wrote Silberman, "is placed on developing
pride in children’s racial and ethnic identity — an aspect
of the more general insistence on respect for each child’s
integrity as an individual" (p. 111).
Weber (1971) investigated the hypothesis that there exist
several inner-city schools in the United States where reading
achievement in the early grades is at the national norm or
higher. Weber found four such schools -- inner-city schools
that served poor and minority communities , and whose pupils , at
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grade three, were not only achieving a national grade norm as
a median, but also whose percentage of gross failures was
relatively low. The four schools were P.S. 11 and the John
H. Finley School in New York City; the Woodland School in
Kansas City, Missouri; and the Ann Street School in Los Angeles.
Weber hypothesized eight success factors: strong leader-
ship, high expectations, good atmosphere, strong emphasis in
reading, additional reading personnel, use of phonics, individu-
alization and careful evaluation of pupil progress (pp. 25-6).
"High expectations" is perhaps the only factor that can
be clearly interpreted as an attitude factor. However, two
additional factors -- "strong leadership" and "good atmosphere" --
suggest attitude dimensions similar to those cited elsewhere
in this analysis. "Strong leadership," for example, though very
generally treated by Weber, is highly suggestive of Clark's
factor of the schools' responsibility for pupils' academic
achievement and Silberman's notion of the schools' accounta-
3bility for pupil failure.
"Good atmosphere" which Weber described as "order, sense
of purpose . . . and pleasure in learning" may well be a mani-
festation of Silberman's third factor -- acknowledgement of
cultural and personal integrity -- and of Steven's primary
factor of personal, understanding relationships between teachers
and students.
^The fact that Clark, Silberman and Weber all cite the
John H. Finley School as an example of success lends some
support to this argument.
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From the foregoing analysis, three attitude factors are
generalizable. The first and most prominent, stated directly
by Weber, Silberman and Clark and implicit in Steven's account,
is that of high expectations for pupils’ academic performance.
The second, explicit in Clark and Silberman and indirectly
communicated by the other two writers
,
is that of accountability
(responsibility) on the part of school personnel for pupils’
academic performance. The third factor, cited by Stevens and
Silberman as a key factor and implicit in Weber’s description,
is the acknowledgement and respect of children’s cultural and
personal integrity.
While these factors have been isolated and discussed
separately, they clearly operate in a complex interrelationship
of mutual reinforcement. For example, high expectations for
children are not possible in the absence of respect for chil-
dren’s integrity, and vice-versa. Moreover, maintenance of
expectations and respect necessitates a well-articulated system
of institutional and/or individual controls to counteract the
larger society’s clear prophecy of failure for poor and minor-
ity children — a prophecy to which administrators, teachers
and children are constantly vulnerable.
Overall, then, the relationship between the three atti-
tude factors and urban teacher effectiveness can be stated in
terms of three positions, two of which -- those relating to
"accountability" and "cultural and personal integrity re-
quire a more specific interpretation of the attitude factors to
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fit a more specific context, i»e.
,
the attitudes of individual
teachers. The first is that effective teachers in urban schools
are those who have high expectations for pupils academic per-
formance. The second is that effective teachers in urban schools
are those who have internalized (provided personal controls
for) the notion that whatever the background of pupils, teachers
and schools are ultimately accountable for learning outcomes.
And finally, effective teachers in urban schools are those
who acknowledge and respect the cultural and personal integrity
of all children.
Since cultural and personal integrity is a rather general
concept, manifested and measured in numerous ways, the third
position needs further specification. One of the primary
manifestations of cultural and individual identity is that of
language. Moreover, many poor and minority children are either
non-English speaking or communicate in what linguists refer to
as culturally derived "dialectical variants" of English (Valen-
tine, 1971), commonly labelled "non-standard English." Since
language plays a primary role in the interactive processes of
the classroom, one measure of teachers* respect for children's
integrity is their attitude toward children's spoken language.
The third position, then, more specifically stated, is that
effective teachers in urban schools are those who acknowledge
the validity of the non-standard English often spoken by chil-
dren in poor and minority communities. (The three attitude
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factors are hereafter referred to as "teacher expectations,"
"accountability," and "non-standard English.")
What follows is a review of research in support of these
three positions.
^ ’ Relationship between Attitude Factors and Urban Teacher
ivenes s I A Review of Research
A. Teacher Expectations
Research on the question of whether or not differential
teacher expectations have a differential effect on pupils’ aca-
demic performance is characterized by two general approaches.
The first is the experimental manipulation of the expectation
variable and the measurement of its effects on pupil performance
j
the second is the analysis of the effects of teachers ’ naturally
formed expectations on pupil performance. Both approaches are
characterized by attempts to discover the behavioral processes
that mediate teachers ’ expectations and resultant pupil perfor-
mance .
A prominent example of the first approach is the research
of Robert Rosenthal. In his early studies, Rosenthal explored
the hypothesis that expectations of experimenters may uninten-
tionally bias the responses of experimental subjects. One of
the first such studies employed rats as subjects (Rosenthal
and Fode, 1963). Sixty rats were evenly divided among twelve
experimenters (students in an experimental psychology course).
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half of whom were told their rats were "maze-bright," and half,
that their rats were "maze-dull." The animals believed to be
better performers actually became better performers, and those
believed to be dull showed a worsening in performance. Further-
more, experimenters with allegedly "brighter" rats expressed
more favorable attitudes toward their animals than did those with
animals designated as "dull."
According to Rosenthal, subsequent studies using human sub-
jects have tended to confirm the experimenter bias effect. In
a recent article (Rosenthal, 1972), he noted that of 103 studies
representing seven different research domains -- testing the
effects on subjects responses of their experimenters expectations
approximately fifty percent have obtained positive results at the
.10 level of significance or better (p. 42).
Applying the experimenter bias effect to an educational
setting 5 Rosenthal and Jacobson (1968) conducted a study in which
twenty percent of the children in eighteen classrooms of an
elementary school serving a low socio-economic community were
randomly chosen as experimental subjects. All children in the
school were administered Flanagan’s Test of General Ability, a
non-verbal intelligence test which was disguised as one that
would predict intellectual "blooming." Teachers were given the
names of children in the experimental group and informed that
they had scored high on the test and could therefore be expected
to show significant increase in intellectual competence. Eight
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months later all children were re-administered the test.
According to the researchers, children in the experimental
group showed significantly greater gains in total I.Q. than
did those in the control group. The study has been cited by
numerous writers and educators as clear proof that teacher
expectations determine to a large extent the academic performance
of their pupils.
Despite this, however, the study has generated considerable
controversy. In a critical review of the study, Thorndike
(1968) suggested that the data reported are "untrustworthy" and
therefore conclusions by the researchers are "suspect." He
noted, as an example, that one class of nineteen pupils had a
mean I.Q. of thirty-one, "just barely making the grade as
imbeciles" (p. 711).
Snow (1969) offered similar criticisms, stating that the
test used by the researchers does not have adequate norms for
the youngest children, the scores of whom provided the principle
experimental effect. For example, he noted that the mean I.Q.
for all first-grade classes was fifty-eight. He suggested that
rather than an indication of the low-level functioning of first-
graders, the score is an indication of the inadequate function-
ing of the test at this grade level.
In addition to test inadequacy. Snow criticized the research-
ers’ methods of analyses, including such examples as the fact
that twenty percent of the originally tested subjects were lost
to the experiment, the loss of which is not directly dealt with;
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and that the authors rely on simple gain tests, even though
pre-test differences between the experimental and control
groups "... equal or exceed post-test differences" (pp. 198-
199).
Finally, Snow noted, in what he called "appalling" reportage
> contradictory statements, omission of data and over-
emphasis of insignificant data. Moreover, he criticized the
authors for not confronting the fact that, when questioned,
teachers could not remember the names of intellectual "bloomers"
and reported ".
. . hardly having glanced at the names" (p. 199).
Snow concluded that the ". . . study has not come close
to providing adequate demonstration of the phenomenon or under-
standing of its process" (p. 199).
(However, according to Rosenthal and Rubin ^~1970_7, a
reanalysis of the data by Snow and Elashoff /~197 0 ~7 which
attempted to correct original weaknesses in methodology, indica-
ted that, however the data are analyzed, the expectancy effect
is obtained.)
Barber (1973) provided the most recent critique of Rosen-
thal’s work. Citing examples in both the early laboratory experi-
ments and their later translation into educational settings.
Barber noted that in too many instances, the research was con-
taminated by one or more of the following: an Investigator
Analysis Effect, i . e
.
,
excluding pertinent data, revising
original hypotheses so that data becomes "significant' ; a failure
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to follow the original experimental protocol; and misrecording
or fudging of data on the part of experimenters employed by
the investigator (p. 395).
In summarizing the overall status of the expectancy effect
^
cited ten studies — not subject to the above criticisms —
that showed positive results, and approximately twenty-five
studies that obtained negative results (pp. 397-98). Barber
concluded: "Thus it appears that the Experimenter Unintentional
Expectancy Effect is more difficult to demonstrate and less
pervasive than was implied in previous reviews" (p. 398).
That the expectancy effect is "difficult to demonstrate"
is supported by the fact that few studies have been successful
in replicating the results of Rosenthal and Jacobson.
Claiborne (1969) reported a study in which twenty percent
of the students in several first-grade classes were presented
to their teachers as "potential bloomers," in an effort to test
the hypothesis that the "special students" would show greater
gains in I.Q. than would controls, and that there would be a
positive change in teacher behavior toward "special students."
Neither hypothesis was supported by the data. Claiborne offered
the following conclusion:
It should be clear . . . that at least one
stud^ which was sufficiently_ similar to the origin-
al ^Rosenthal and Jacobson_/ paradigm has produced
results which do not support nor suggest that there
is an expectancy effect (p. 382).
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SiniiXs.r'ly
,
Jose end Cody conducted a study which comprised
a sample of eight students — four experimental "late bloomers"
and four controls — randomly selected from each of eighteen
second and first-grade classes. On post-test measures of I.Q.
and reading and arithmetical achievement, and on ratings of
teacher behavior using an interaction analysis scale, there
were no significant differences between experimental and control
groups. In attempting to account for their results, the re-
researchers noted that at the end of the experiment, "Eleven
of the eighteen teachers stated that they had not expected more
from children who had been predicted to ’bloom academically.’
Others stated that they knew the children and their backgrounds
and therefore knew what the child could be expected to do"
(p. 47).
Similar results were obtained by Fleming and Anttonen
(1971). In their study, thirty-nine classroom teachers were
given four sets of intelligence test information for four
randomly selected groups of students in each classroom: 1) tra-
ditional I.Q. scores 2) withholding I.Q. information 3) I.Q.’s
inflated by sixteen points 4) Primary Mental Abilities Percen-
tiles. Results from I.Q. post-tests revealed no differences
between students with inflated I.Q.’s and the other three groups.
"The present study," concluded the researchers, "suggests that
teachers assess children, reject discrepant information, and
operate on the basis of previously developed attitudes toward
and knowledge about children • • • • (p* 251).
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While the above review suggests considerable ambiguity
with respect to the relationship between teacher expectations
and pupils' academic performance, one clear fact emerges: it
is not so much that teacher expectations are or are not power-
ful determinants of pupils ' academic performance
,
but rather
that it is extremely difficult to manipulate expectation with
any degree of confidence that it has, in fact, been manipulated;
or, if it has, that it will be maintained. Barber (1973) stated
that expectations have to be transmitted from the investigator
to the experimenter (teacher) and from the experimenter to the
subject (pupil) in a complex, seven-stage communication process
which may break down at any one of the seven points (p. 398).
Moreover, as was noted in several studies above, teachers tend
to reject information on students if it seriously contradicts
previously developed expectations of their abilities. Thus, it
is the case, as Brophy and Good (1972) have suggested, that
"When negative results are obtained, we don't know whether the
teachers' expectations did not influence their teaching, or,
instead, the treatment failed to induce the desired expectations"
(p. 276).
A more promising approach to research in this area is the
analysis of teachers' naturally formed expectations and their
differential effects on pupil performance. Studies utilizing
this approach have obtained far less ambiguous results.
Palardy (1969) questioned teachers about their beliefs re-
garding differences in the potential reading success of boys and
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girls. On the basis of questionnaire results, he divided
teachers into two groups of five each: Group A teachers who
believed that boys and girls had equal potential for success
in reading; and Group B teachers who believed that boys would
be twenty to thirty percent less successful in reading than
girls. Teachers were matched with respect to race, years of
experience and amount of education.
Fifty-three boys and fifty-four girls, and fifty-eight
boys and fifty-one girls comprised the student samples for
Group A and B teachers, respectively. Students were matched
on the following variables: 1) no student was a grade repeater
2) all were white, middle-class 3) mean age in months was
approximately the same for all students 4) mean scores on
Ginn and Company’s Reading Readiness Test was approximately
the same for all groups
.
At the end of the school year, all students were adminis-
tered the reading sections of the Stanford Achievement Test.
Results indicated that Group B boys scored much lower than the
other three groups of pupils, all of whose mean scores were
approximately equal. Further, when the two groups of boys were
compared, Group B boys scored lower than Group A at the .08 level
of significance.
Doyl, Hancock and Kifer (1971; cited in Brophy and Good,
1972) conducted a study in which teachers were asked to estimate
students’ I.Q. shortly before I.Q. tests were administered.
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Teachers systematically overestimated girls’ I.Q.’s and
underestimated boys ’
.
Reading achievement scores at the end
of the year indicated that students whose I.Q.’s had been
overestimated achieved more than their I.Q. scores would pre-
dict; and students who were underestimated achieved less.
Furthermore, teachers grouped on the basis of a tendency to
overestimate I.Q. produced higher achievement among pupils than
those who tended to underestimate I.Q. Thus, teacher expecta-
tions showed a selective effect within classrooms, and a general
effect of differentiating teachers on the basis of pupils’
academic achievement.
In a two and one-half year study of a single group of thirty
black children, Rist (1970) sought to document not only the
effect of teacher expectations on pupil performance, but also
the basis on which they were formed, and the process through
which they were communicated in the classroom. Rist conducted
twice weekly, one and one-half hour observations throughout
the children’s kindergarten year and again during the first half
of their second-grade year.
On the basis of his observations, Rist offered five propo-
sitions regarding the formulation, communication and effects of
teacher expectations. First, the teacher (in this case, the
kindergarten teacher) had a ’’roughly constructed” ideal regarding
the characteristics necessary for success within the school
system and, ultimately, the larger society. The ’’ideal” was
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based largely on social class criteria, i.e.
,
physical appearance,
language, family income, etc. Second, on the basis of evaluations
of individual pupils as to the extent to which they possessed
the ideal traits, students were divided into groups expected
to succeed ("fast learners") and those expected to fail ("slow
learners ). Third, the teacher directed differential behavior
toward the two groups of students
:
Those ^ designated as "fast learners" received the
majority of teaching time, reward directed behav-
ior, and attention from the teacher. Those desig-
nated as 'slow learners' were taught infrequently,
subjected to more frequent control-oriented behavior,
and received little, if any, supportive behavior from
the teacher. (p. 414)
Fourth, with differential teacher behavior patterns toward
the groups becoming "rigidified , " differences in the groups'
academic performance became increasingly greater as the year
progressed. And, finally, similar processes (grouping, inter-
action patterns, differential student achievement) occurred
during the first and second-grade years, the difference being
that teachers could now base differential expectations on past
academic performance
.
Leacock (1969) reported similar findings. In her study of
second and fifth grade classes in four city schools -- two lower
and two middle-income Negro and white schools -- Leacock
gathered data from direct classroom observation and individual
interviews with students and teachers. She noted, like Rist,
that teacher expectations were largely a function of students'
social class (pp. 134-35).
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She observed further that the class in which expectations
were lowest (as determined by teacher interviews) obtained the
lowest proportion of curricular to total statements, the lowest
number of curricular statements per child, the lowest absolute
number of curricular statements, the lowest rating of teacher
interest, and the highest proportion of negative evaluations
of children’s contributions. In addition, it was the only class
in which negative evaluations outweighed the positive (p. 68).
Leacock concluded with a statement of the ultimate effects
of low expectations on children in the low-income Negro school:
By the fifth grade, the low expectations for
their achievement, combined with the lack of chal-
lenge in the classroom, had taken their toll. The
children fidgeted listlessly, looked distractedly
and aimlessly here and there, and waited until some-
thing captured their interest, (p. 155)
And, further, with respect to the differential effects of
teachers’ expectations:
The children’s relative lack of involvement in
the low-income Negro fifth-grade . . . tallied with
the widespread experience teachers have had with
the falling-off of interest shown in ghetto schools,
and with the growing gap in test scores between
middle-income and low-income children. On the basis
of analyzing classroom differences and their subtle-
ties in our study schools ... we have argued that
the change seemed sufficiently accounted for by the
children’s school experience itself, (p. 204)
Summary
Despite the ambiguous results of studies manipulating the
expectation variable, studies that have attempted to explore the
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relationships between teachers’ naturally formed expectations
and pupil performance have provided considerable evidence that
expectations are, in fact, significant determinants of pupils’
academic performance. Furthermore, the studies have elucidated
the basis on which expectations are formed and the behavioral
processes through which they are communicated.
In concluding their review of research on teacher expecta-
tions Brophy and Good (1972) stated:
In our view, the research reviewed leaves
little doubt as to the reality of teacher expec-
tation effects. Since Pygmalion
, much evidence
has accumulated to show that teachers’ expecta-
tions can become self-fulfilling by causing
teachers to treat highs appropriately while treat-
ing lows in ways that will minimize their learn-
ing interests and opportunities . Further proof
of the existence of teacher expectation effects
is not needed .... (p. 277)
If teacher effectiveness is defined in terms of pupil per-
formance, then teacher expectation becomes a crucial variable
in the determination and prediction of successful teaching in
urban schools.
B. Accountability
The notion of accountability, as discussed in the first
section of this chapter, refers to the "institutional control"
of high expectations for pupil performance through institutional
insistence that teachers and schools are responsible for edu-
cational outcomes. It is thus a set of attitudes externally
enforced by the educational leadership.
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Since accountability appears essential to the success of
urban schools, the position argued here is that it is also
essential for the individually successful teacher. The pri-
mary difference between the effective school and the effective
individual is that, in the case of the latter, the attitude of
responsibility for educational outcomes is internally derived
and maintained. This position is succinctly stated in the
following way: an effective teacher in urban schools is one
who provides internal controls for high expectations of pupil
performance by holding him/herself responsible for learning
outcomes in the classroom.
Unfortunately, little empirical evidence can be offered in
support of this position. A search through Education Index,
Educational Resources Information Center (ERIC), Dissertation
Abstracts
,
Encyclopedia of Educational Research
,
and numerous
journals and periodicals indicates that accountability, as
conceptualized here, has not been formally investigated as an
attitude factor relevant to teaching competence.
(On the other hand, literature relating to educational
accountability in general has proliferated in the last several
years. Most of the literature, however, relates to definitions
of, positions for and against, and strategies for implementing
externally imposed systems of accountability for public educa-
tion /_“Tucker, 1971; Saretsky, et al . , 19 71_/.)
What evidence there is in support of this position is rela-
ted to what this writer suggests are the behavioral manifesta-
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tions of accountability, rather than to the attitude itself;
thus, the evidence is indirect and, at best, tenuous.
It is appropriate, then, prior to reviewing the research,
to discuss the hypothesized behavioral dimensions of accounta-
A useful approach to this discussion is provided by
Cohen (1972). In a presentation entitled "Reading and the
Urban Teacher," Cohen described a hypothetical situation in which
an urban teacher is confronted with several children who refuse
to take their seats (they "climb the wall," "hang out the window,"
st^. ) the refusal to sit down symbolic of the larger issue
of relatively poor academic performance in urban schools. The
teacher in this situation has two alternatives. The first is
to conjure up any number of convenient labels to explain and
categorize the children’s behavior, i . e
.
,
"emotionally disturbed,"
"hyperactive," "culturally deprived," etc
.
Since these labels
imply causative factors beyond the teacher’s control, they provide
the teacher with ready excuses for deliberate inaction and appeals
to hopelessness. This may be termed a low accountability or
"default" stance, characterized by a relatively high proportion
of "non-teaching" behavior.
A second alternative is to view the children’s behavior as
problematic. That is, if children are "climbing the walls,"
what are the classroom factors contributing to this behavior
and, more importantly, what strategies, techniques, alternatives,
etc
.
5
can be employed to get the children engaged in classroom
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learning activities? Whatever the specific answers to these
questions, the teacher in this instance has accepted the
responsibility of getting children involved in learning acti-
vities as his/her own. This may be termed a high accounta-
or professional stance" and will be characterized by
a low proportion of "non-teaching" behavior.
Thus, at the lowest level, behavioral manifestations of
accountability can be described quantitatively. Specifically,
a high proportion of instructional behavior ( i.e
.
,
behavior
relating to curricular objectives) to overall classroom be-
havior (as directed toward both total class and individual
students) suggests a teacher with a high degree of accountabili-
ty; and conversely, a low proportion of instructional to
overall behavior suggests a teacher low on accountability.
It follows, too, that teacher accountability will be
manifested in pupil behavior. The argument here is that the
greater the degree of student involvement in curricular learn-
ing objectives (as observed for both total class and individual
students)
,
the greater the degree of teacher accountability.
The research reviewed in previous sections of this study
provides clear evidence of the relatively high frequency of
"non-teaching" behavior in low-income urban schools ; and of
the differential effect of teaching vs. non-teaching behavior
on pupils’ academic performance. While a number of writers
have argued that such behavior accounts for the achievement
gap between middle- and low-income children, Rist (1970) and
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and Leacock (19 69) are among the few researchers who have pro-
vided empirical support for this argument (see pp. 53-55).
Moreover, research conducted by Cohen (1972) suggests that
^^Lan teacher effectiveness as defined by pupil performance
is largely a function of children’s classroom behavior. Cohen
(1971) developed a classroom observation schedule which quan-
tified the ratio of pupils’ participation to non-participation
in prescribed learning treatments (P-Ratio). P-Ratios for
classes were computed on the basis of mean P-Ratios of randomly
selected samples of students (9 or 10) from each classroom.
Results indicated that the higher the P-Ratio of a given class,
the greater was the academic achievement of pupils in the class.
^
The foregoing provides some evidence linking the hypothe-
sized behavioral dimensions of accountability to pupils’ aca-
demic performance. In addition to this, the relationship be-
tween accountability and teacher effectiveness, though never
formally investigated, is implicit in a number of studies. Lea-
cock (1969), for example, suggested this relationship in the
following passage:
For every Jonathan Kozol or Herbert Kohl who
have written of their experiences in ghetto schools,
there must be hundreds of anonymous teachers who
have found ways to reach poor children. More
^Results of Cohen’s studies of Participation Ratio are
derived from an oral presentation at the University of Massa-
chusetts, Amherst. Unfortunately, research data of greater
specificity was not presented.
I
I
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common, however, is the person who starts his teach-ing career with the assumption that all children
can learn as something of a question or a wish, and
who is disillusioned when his attempts to teach in
a
^
poor neighborhood are beset with so many difficul-
ties. Not fully comprehending the web in which he is
caught, he does not turn the responsibility back on
himself or ... on the school system. It is easier
to place the responsibility where he is told at
every turn it lies — with the children, (p. 205)
Implicit in this passage is the differentiation of effective
teachers -- those who "reach" poor children — and ineffective
teachers on the basis of the assumption of responsibility
for educational failure.
Jablonsky (1972) conducted a study to determine the char-
acteristics of urban teachers nominated by their principals
as "most effective." Fifty-nine teachers from the "best" com-
pensatory education programs were included in the study. A
profile of the "effective urban teacher," based on the char-
acteristics of these teachers, included both a general set of
positive attributes, i . e
.
,
"charismatic," "compassionate,"
"intelligent," etc
.
,
and a statement of such a teacher's educa-
tional attitudes: "She has high expectations for achievement
by her students and demands of herself and them that these
expectations be fulfilled" (p. 3).
Summary
A review of research indicates that accountability as an
attitude factor related to teacher effectiveness, although
implicit in several studies, has not been formally investigated.
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Thus, empirical evidence in support of this relationship is
indirect, hinging largely on the correlation of assumed
behavioral dimensions of accountability and pupils’ academic
performance
.
Formal testing of the accountability hypothesis will be
presented in the following chapter.
C . Non-Standard English
The rationale for the inclusion of the non-standard
English factor in the Inventory rests on two related assumptions.
The first is that non-standard English dialects often spoken
by poor and minority children are scientifically valid forms
of language. The second is that teachers’ attitudes toward
children’s use of non-standard English is one measure of their
recognition of children’s cultural and individual integrity.
Two approaches characterize research in support of the
relationship between language attitudes and effective teaching.
The first offers evidence that differential language attitudes
of teachers often reflect differential expectations of pupils’
academic performance, and by inference, that more positive
attitudes would result in greater teaching effectiveness. The
second, and less common, approach is research in direct support
of the relationship between positive language attitudes and
pupils’ academic performance.
^For an explication of this position, together with biblio-
graphical references, see Dillard, 1972.
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Cohen and Kimmerling (1971) reviewed eight studies that
sought to investigate the effect of non-standard dialect on
teachers' judgments of children. Children in these studies
were variously judged on reading ability, speaking ability,
future academic success and intelligence. The reviewers sum-
marized the overall results of the studies as follows:
Those students who did not exhibit what might
be called middle-class language habits (i.e., reli-
ance on extensive verbal participation and the
usage of Standard English) often received lower
evaluations. Not surprisingly, these were the
economically poor, the withdrawn and/or the black
students, (p. 42)
In a study by Guskin (1970), eighty-seven college stu-
dents listened to a tape in which two ten-year-old males -- one
black, working-class; one white, middle-class -- read identical
stories, after which students were asked to rate the speakers
and their language on fifteen bi-polar adjective scales.
Results showed that the black speaker's language was rated
less favorably on ten out of fifteen rating scales. Further-
more, almost half of the students judged the black speaker to
be below average or slightly retarded in ability.
Williams, Whitehead and Miller (1972) had 175 teachers
rate twenty-four fifth and sixth-grade children -- four each
from six groups representing low- and middle-status Anglo,
Black and Mexican American ethnic groups — on the basis of
videotaped interviews with the children. Children were rated
on bi-polar scales consisting of two evaluative factors:
"confidence-eagerness" and "Ethnicity-Non-Standardness . They
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were also rated on one of five class levels ranging from
"remedial class" to "far above average class" in three gen-
eral subject matter areas of language arts, math-social
studies, and music-art-P
. E
.
The researchers reported that low-status and minority
children were generally rated lower on Confidence-Eagerness
and higher on Ethnicity-Non-Standardness than were other
children. Furthermore, class ratings in all subject matter
areas could be predicted on the basis of teacher evaluations
of language, with Ethnicity-Non-Standardness a more potent
predictor of class standing than Confidence-Eagerness, par-
ticularly in the subject matter areas relating to language
arts ( i . e
.
,
the higher the rating of Ethnicity-Non-Standard-
ness, the lower the rating of class standing).
Since this study’s results indicate a high correlation
between teachers’ language attitudes and expectations of aca-
demic performance, its authors suggested that ". . .to prevent
language attitudes from serving as false prophecies
,
or worse
yet, becoming themselves self-fulfilled prophecies, teachers
should be trained to be sensitive to the variations in social
class dialects" (p. 276).
Rist (1970, see p. 53) reported that one of the major cri-
teria differentiating children labelled by the teacher as
"successes" and those labelled "failures" was the use of
language
:
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The children placed at the first table
/ "successes"_^/
. . . displayed a greater use oftandard American English within the classroom.
Whereas ;^ie childrer^ placed at the last two
tables /_ "failures "_/ most often responded to
"tsscher in black dialect
,
the children at
the first table were much more adept at the
use of "school language" than were those at the
tables. The teacher utilized Standard
American English in the classroom and one group
of children were able to respond in a like man-
ner. The frequency of a "no response" to a ques-
tion from the teacher was recorded at a ratio of
nearly three to one for the children at the last
two tables as opposed to Table 1. (p. 420)
Leaverton (1972) provided evidence that teachers' positive
attitudes toward non-standard English dialects are causally
related to pupils' academic performance. He reported the
design and evaluation of an experimental reading program which
utilized children's non-standard dialect as a basis for
instruction in the corresponding language patterns of Standard
English. The program, according to Leaverton, rests on two
assumptions. The first is that in teaching children Standard
English a child's established speech patterns must be accepted
and used; and the second is that ". . . at no time during the
learning situation should the child be given the impression
that his basic established speech patterns are inferior speech"
(p. 52).
A comparison of scores on four sub-scales of the Metropoli-
tan Reading Test of third graders in the experimental program
(N-= 17) and controls (N = 76) indicated that the former con-
sistently scored higher than the latter, particularly at the
extremes of the distribution. For example 100 percent of the
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experimental group scored above the 1.5 grade level on all
four sub-scales of the test, as opposed to ninety percent of
the controls. And similarly, twenty percent of the experi-
mental group scored above the 3.5 grade-level as opposed to
ten percent of the control group.
Concluded Leaverton:
Possibly the most significant value of our
model is its influence on the attitude and behav-
ior of the teacher toward the children’s oral
language. The traditional approaches to reading
and oral- language programs have not taken into
account the effect of the non-standard dialect on
the interaction between teacher and child. Possi-
bly to a large extent, the teacher's attitude has
contributed to the difficulty many of the children
have had in learning to read and achieve ultimate
success in the school situation, (p. 56)
Summary
The foregoing research indicates that teachers form differ-
ential expectations of pupils' academic performance on the
basis of attitudes toward children's language. The implication
of these studies is that positive attitudes toward children's
use of non-standard English would result in greater teacher
effectiveness. One study cited above supports this implication.
Thus, teachers' attitudes toward non-standard English --
one measure of their respect for children's integrity -- appear
to be factors relevant to urban teacher effectiveness.
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Part: Two; Design
1 . Structure
The Inventory (see Appendix A) is a fifty-item
Likert-type instrument (Likert, 1932) consisting of three sub-
scales — Teacher Expectations (N = 19), Accountability
(N - 25) and Non-Standard English (N = 6) — with items favora-
bly and unfavorably worded approximately equal in number
(N = 21, N = 29, respectively) and evenly distributed through-
out the Inventory.
2 . Response Mode and Scoring
Respondents indicate the degree of agreement with
each item on the following five-point scale: 1 = Strongly
Agree; 2 = Agree; 3 = Undecided or Uncertain; 4 = Disagree;
5 = Strongly Disagree.
The scoring weights for individual items are monotonic,
i . e
.
,
the greater the degree of agreement in the desired theor-
etical direction, the higher the individual’s score for the
item. Thus, for favorably worded items, the scoring weights
are as follows: Strongly Agree = 4; Agree = 3; Undecided or
Uncertain = 2; Disagree = 1; Strongly Disagree = 0. For
unfavorable items the scoring weights are reversed. The theoreti-
cal range of scores is 0 - 200.
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3 . Construction of Items
Individual items were constructed according to Edwards’
fourteen general criteria for attitude statements (1957, pp. 13 -
14). Furthermore, each item was written and subjectively evalu-
ated on the basis of two criteria of face validity: its rele-
vancy to the attitude construct being measured; and the extent
to which it would differentiate effective and ineffective
teachers
.
4 . Content Validity
Content validity was established through an informal
process of obtaining consensual judgments from students and
faculty at the School of Education, University of Massachusetts,
Amherst, regarding appropriateness of items on three criteria:
1) the degree to which individual items pertained to the attitude
constructs 2) the degree to which the set of items comprising
each construct represented all aspects of the construct
3) the degree to which items would differentiate teachers on
the criterion of effectiveness. Through this process, an
original pool of approximately seventy items was reduced to
fifty; in addition, a number of remaining items was rewritten
to conform to student and faculty judgments.
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^ • Item Content of the Three Attitude Constructs
A, Construct I: Accountability
Construct I consists of sixteen unfavorable and
nine favorable items divided into two content areas . The
first area relates to teachers’ attitudes regarding the causes
of poor academic performance and/or educational failure among
minority children. The assumption here is that teachers who
attribute poor or failing academic performance to environ-
mental influences beyond their control, will hold themselves
less accountable than will teachers who perceive classroom
and school environments as primary influences on children’s
academic performance. The following items comprise this first
area
:
Unfavorable Items (N = 10) Item #
Minority children often have many social handicaps
that impede academic performance. 1
Minority children often have many home problems
which make learning extremely difficult for them. 4
Teachers of minority children can best view their
role as that of reversing the effects of a negative
home environment. 1^
Poor academic performance among minority children
can rarely be attributed to poor teaching. 16
Lack of intellectual stimulation in the home is
the major cause of academic difficulties among
minority children.
Poor academic performance among minority children is
due primarily to influences beyond the teacher, s
control
.
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Unfavorable Items (continued) Item §
Teachers of minority children have little influ-
ence on learning in the classroom. 33
For many minority children, the situation is so
hopeless there’s not much a teacher can do. 44
children who fail in school do so
,
gen-
erally
,
because of a limited home environment. 46
Poor academic performance among minority children
cannot be alleviated until society, as a whole,
changes.
5 q
Favorable Items (N = 5 ) Item #
Poor academic performance among minority children
is often the result of poor teaching. 5
Classroom environments may often be the cause of
poor academic performance among minority children. 12
Poor academic performance among minority children
often occurs because of the negative aspects of
the school environments. 17
Teachers of minority children can do much to pro-
mote academic success in their classes. 41
Teachers of minority children have a good deal of
influence on learning outcomes in the classroom. 48
The second area of Accountability, "professional stance"
items, relates to attitudes regarding the responsibility of
teachers and schools for educational outcomes. It is assumed
that teachers who perceive schools and teachers as having
relatively little responsibility for educational outcomes will
hold themselves personally less accountable than will teachers
who maintain that schools and teachers have primary responsi-
bility for outcomes.
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The items in this area are as follows:
Unfavorable Items (N = 6)
^
It^would be unfair for teachers of minority
children to have to accept very much responsi-
for academic failures in their classes
. g
It would be unjust to hold schools responsible
for academic failure among minority children. 22
For the most part, teachers cannot be held re-
sponsible for academic failure among minority
children. 28
Teachers cannot be held responsible for insur-
ing the academic success of their students. 30
The schools that serve minority children simply
cannot be held responsible for insuring the aca-
demic success of students. 36
The responsibility for academic success ulti-
mately lies in the home. 43
Favorable Items (N = 4) Item #
Academic success is the responsibility of the
teacher, whatever the social background of
students. 13
Teachers should accept responsibility for aca-
demic failure in their classes. 23
The responsibility for academic success of stu-
dents ultimately lies with the school. 29
Teachers have primary responsibility for insuring
academic success of students, whatever students’
backgrounds. 39
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B. Construct II: Teacher Expectations
Construct II consists of items (N = 19) that
either implicitly or explicitly relate to teachers' attitudes
regarding the ability of minority children to perform accord-
ing to society's white, middle-class academic standards.
Standards are communicated in terms of motivation, academic
performance, abstract reasoning, and the school curriculum
^ ^
^
’
ecademic vs. non-academic). The assumption here is
that teachers who perceive minority children as having less
motivation and less reasoning ability; as less able to per-
form according to middle-class academic standards; and, as
needing a non-academic and/or a less rigorous curriculum than
other children, are teachers who have low expectations for
minority children. On the other hand, teachers who perceive
minority children as possessing the same potential in these
areas as other children, and who deny the necessity for a
"double-track" curriculum, are teachers who have high expecta-
tions for minority children.
The items in Construct II are as follows:
Unfavorable Items (N = 10) Item #
Minority children seem to have a great deal of
difficulty learning academic subject matter. 2
It would be unfair to expect a lower-class minor-
ity child to do as well in school as a middle-
class white child. 7
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Unfavorable Items (continued)
here is a need for two different sets of
standards: one for minority
children and one for white children.
Lower-class minority children don’t seem to
as middle-class white
be
cruel to expect lower-class minority
children
^ to compete academically with middle-
class white children.
A simpler, less academic curriculum is the best
way to insure educational success for minority
children.
Schools serving minority children should con-
centrate more heavily on vocational education.
Teachers of lower-class minority children should
communicate on a much more concrete level than
teachers of middle-class white children.
Minority children have difficulty coping with
abstract subject matter, such as mathematics, etc.
Minority children are not motivated at home to
do well in school.
Item #
8
10
19
20
31
34
38
42
Favorable Items (N = 9) Item #
Minority children can be expected to perform as
well, academically, as any other children. 3
Educational standards should be the same for
white children and minority children. 15
Minority children seem as motivated to learn
as any other children. 21
It is reasonable to expect lower-class minority
children to compete academically with middle-
class white children. 25
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Favorable Items (continued)
A lower-class minority child can be expected
to learn to read as well as, or better than,
a middle-class white child.
Minority children do not need a simpler, less
academic curriculum to insure educational
success
.
A lower-class minority child should be expected
to do as well in school as a middle-class white
child
.
Teachers of lower-class minority children can
communicate on the same level of abstraction
as teachers of middle-class white children.
Schools serving minority children should con-
centrate as much on academics as any other school.
Item #
27
35
37
45
49
C. Construct III: Non-Standard English
Construct III consists of items (N = 6) relating
to teachers’ attitudes toward the validity, acceptability and
use of non-standard English dialects. Teachers who perceive
such dialects as not valid, unacceptable, inferior, etc. and/or
who feel that use of such dialects ought not to be tolerated
are assumed to be teachers who are denying a primary aspect
of children’s cultural and individual identity. Conversely,
teachers who affirm the validity, acceptability, etc . of non-
standard English are assumed to be teachers who acknowledge
children’s integrity.
The following items comprise Construct III:
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Unfavorable Items (N = 3 )
Minority children often speak inferior
English dialects.
Non-standard English should not be tolera-
ted in the school setting.
Minority children should be urged to stop
using non-standard English.
Favorable Items (N = 3)
Non-standard dialects of minority children
are just as valid as standard English.
Children should not be told that the language
they speak is inferior.
The use of non-standard English is per-
fectly acceptable in many situations.
Part Three: Evaluative Data
Evaluative data was derived from a preliminary analysis
of responses to the Inventory of 193 elementary and secondary
teachers from three school systems in the mid-west, northeast,
0
and east-central United States
.
The analysis had two objectives: 1) to determine the dis-
criminability of items within each construct and for the Inven-
tory as a whole 2 ) to assess the degree of internal consistency
for the total Inventory and for each of the three constructs.
R
All but fifty-five of the 193 respondents participated
in the validation studies reported in the following chapter.
A description of teachers
,
schools and school systems will be
included in the report of these studies.
Item #
6
11
40
Item #
18
32
47
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1 • Item Discriminability
Discriminability of items within each construct and
for the total Inventory was determined by correlating each item
score with the corresponding construct score and with the total
Inventory score. It is assumed that the higher the correlation
of item scores to corresponding construct scores and to the
total score, the greater the degree of item discriminability.
Table 3.1 reports the correlation data.
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Table 3.1. Correlation of Item Scores with Construct Scores
and Total Inventory Scores
Items
(Construct I)
Construct I Construct II Construct III Total
Inventory
1
.23
. 31
4
.22
. 27
5 .55
.39
9 .67
.63
12 .30
.15
13 .47
.39
14 .24
.28
16 .62
.46
17 .42
.26
22 .65
. 45
23 .62 .50
24 .42 .44
26 .65
. 57
28 .69
. 52
29 .56 .44
30 . 61 .52
33 .38 .46
36 . 57 .46
39 .52 .46
41 .43 .39
43 .51 .46
44 .46 . 50
46 .51 . 50
48 .41 . 36
50 . 29 .28
(Construct II)
2
3
7
8
10
15
19
20
21
25
27
31
34
35
.60
.61
.65
.59
.57
. 52
.53
. 55
.48
.65
.60
. 56
.50
.70
. 55
.53
. 50
.44
. 50
.33
.40
. 50
.45
.42
.49
.54
. 41
.57
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Table 3.1. Continued
Items Construct I
(Construct II)
Construct II Construct III Total
Inventory
37
38
42
45
49
.64
. 55
.55
.58
. 51
.44
. 51
. 57
.46
.42
(Construct III)
6
11
18
32
40
47
40 .44
60 .28
68 .19
58 .17
67 .16
56 .19
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The data reported in Table 3.1 indicates that discrimina-
bility of items within constructs is relatively high, particu-
larly for Constructs II and III where correlations range from
.48 to .70 and from .40 to .68, respectively. Moreover, eighty
percent of the item scores in Construct I obtained an equally
high range of correlations, the exceptions being items 1, 4,
12, 33 and 50.
The discriminability of items for the I^otal Inventory is
also relatively high. All correlations are positive and
most (eighty percent) are .3 or higher. As a group. Construct II
items evidence the greatest degree of discriminability while
Construct III items evidence the least.
(One of the purposes of the determination of item discrim-
inability was to refine the Inventory by eliminating low- or
non-discriminating items. Since all item correlations were
positive and most were relatively high, it was decided that for
the present no items would be eliminated.)
2 . Internal Consistency
To assess the degree of internal consistency, coefficient
alpha (Cronbach, 1970
,
p. 161) was computed for each of the three
constructs and for the total Inventory. Coefficient alpha is
computed by the following formula:
a. N N - 1 ^
^ ^
S T
2
where N is the number of items, S is the sum of the item
2
score variances, and S ip is the total score variance.
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Table 3.2 reports variance data and alpha coefficients for the
three constructs and the total Inventory.
Table 3.2. Sum of Item Score Variances, Total Score Variance
and Coefficient Alpha for the Total Inventory and
the Three Constructs
Total Inventory (N=50).... 60.40 529.92 .90
Construct I (N=25) 29.94 173.71 .86
Construct II (N=I9) 23.49 148.84
. 89
Construct III (N=6) 6.97 14.14 .61
The coefficient of .90 suggests that the Inventory as a
whole has a high degree of internal consistency. Constructs I
and II evidence similar degrees of consistency with coefficients
of .86 and .89, respectively. Moreover, the coefficient of .61
for Construct III is sufficiently high, given the small number
of items in the Construct. The fewer the number of items, the
greater the potential for an individual item that is inconsis-
tent with the others to significantly reduce the coefficient.
Thus, the relatively low coefficient alpha for Construct III
may reflect the inconsistency of a single item.
CHAPTER IV
TWO VALIDATION STUDIES OF
THE CENTER FOR URBAN EDUCATION -
TEACHER EDUCATION PROGRAM ATTITUDE INVENTORY
Introduction
This chapter reports two separate studies designed to
test the general validation hypothesis that scores on the In-
ventory will differentiate teachers on criteria of teaching
effectiveness. Specifically, the studies may be viewed as
attempts to establish the construct validity of the Inventory
as defined by the extent to which scores on the Inventory
will discriminate between two "known groups" of teachers
(Shaw and Wright, 1967, p. 19) assumed to represent the nega-
tive and positive extremes on a continuum of teaching effec-
tiveness .
Hypotheses
Both studies reported below were designed to test the
following null hypotheses:
Hypothesis One : There will be no significant difference
between total Inventory mean scores of "most effective"
(Group A) and "least effective" (Group B) teachers.
Hypothesis Two : There will be no significant difference
between Construct I mean scores of Group A and Group B teachers.
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Hypothesis Three ; There will be no significant difference be-
tween Construct II mean scores of Group A and Group B teachers.
^pothesis Four : There will be no significant difference be-
tween Construct III mean scores of Group A and Group B teachers.
Study One
1 . Methodology
Subjects
P3.rticipating in the study were 10 8 elementary and secon-
dary teachers, all of whom were employed in urban schools with
at least fifty percent minority student enrollment.
Schools and School Systems
Schools participating in the study are located in
either of two school systems -- one in the mid-west (System A);
one in the east-central United States (System B) -- with stu-
dent populations of approximately 64,000 and 50,000, respectively,
representing total city populations of approximately 500,000 each.
In systems where the minority student (predominantly black)
enrollment is approximately fifty percent of the total, the par-
ticipating schools had average minority enrollments of eighty
to one hundred percent.
Procedure
In the fall of 1972, a proposal for the present study
(see Appendix B ) was approved by representatives from the two
school systems. Fourteen schools from System A and thirty
schools from System B agreed to participate in the study.
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School principals served as primary agents for the study.
Each was mailed a packet of materials which contained a letter
stating the nature and purpose of the investigation, with
instructions for administering it (see Appendix C); and a set
of coded materials for each of four teacher participants.
Principals were instructed to select their two "most
effective" and their two "least effective" teachers on the
basis of the following criteria: 1) academic performance and
progress of pupils 2) pupils’ perceptions of teachers
3) principals’ own standards of teaching effectiveness. Prin-
cipals were to distribute a set of coded materials (code A =
"most effective"; code B = "least effective") to each of the
four teachers selected. Each set of materials included a letter
from the investigator (see Appendix D); a copy of the Inven-
tory; an answer sheet; and a stamped, addressed envelope.
Teachers were informed that they had been invited to par-
ticipate in an attitude survey and thus were unaware of the
true nature of the investigation. They were instructed to self-
administer the Inventory and to mail answer sheets directly to
the investigator.
Anonymity of schools
,
principals and teachers was main-
tained, the grade-level of students (elementary or secondary)
being the only information requested of teachers.
A total of 108 (fifty-four "most effective" and fifty-four
"least effective") answer sheets was returned to the investi-
gator. Of the fifty-four "most effective" teachers, thirty-
83
five were elementary, eight were secondary, and eleven failed
to indicate grade-level. The breakdown for the fifty-four
"least effective" teachers is thirty-one, twelve and eleven,
respectively.
2 . Analysis of Data
Data were analyzed by means of a t-test to determine
differences between mean scores on the Inventory of Group A and
Group B teachers. Mean scores for the total Inventory and for
each of the three constructs were computed and tested for sig-
nificance .
3 . Limitations
The most serious limitation of the present study is
its reliance on principals’ ratings of teacher effectiveness.
The extent to which principals utilized the investigator’s
stated criteria; the relative emphasis placed on each of the
criteria; the principals’ subjective interpretation of the
criteria; or whether, in fact, the stated criteria were utilized
at all are factors unknown to the investigator. Thus, relia-
bility of ratings is apt to be low.
A second limitation is that standardized conditions for
test administration were not possible in the present study.
Third, the study does not employ a random sample of
schools. Schools and teachers participated on a voluntary basis
and thus there exists the possibility of a self-selection effect
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operating on the data.
Finally, teacher variables such as sex, age, race, years
of experience, etc
.
,
were uncontrolled in the present study.
4. Results
Table 4.1 shows results of the t-test of mean score
‘^i^^^^s^^nces between Group A and Group B teachers.
Table 4.1. Comparison of Total Inventory and the Three
Construct Mean Scores of Group A and Group B
Teachers
Group A Teachers Group B Teachers T Level of
(N = (N = 54) Confidence
Mean SB Mean SB
Total Inventory. .
.
114.02 21.10 112.19 24.33 .42 .68
Factor I 55.70 13.50 53.93 11.29 .74 .46
Factor II 43.78 10.54 43.37 14.87 .16 .87
Factor III 14.54 3 . 50 14.89 3.88 -.49 .62
None of the differences is significant and thus all four null
hypotheses are accepted.
(Data were also analyzed according to grade-level to deter-
mine if there were differences between mean scores of Group A
and Group B elementary teachers and between Group A and Group B
secondary teachers. While such differences were not formally
hypothesized, the writer was, nevertheless, interested in the re
suits. The findings showed no significant differences between
of teachers at either level.)the two groups
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Study Two
1 . Methodology
Sub j ects
Thirty teachers from seven urban elementary schools
Springfield, Massachusetts, Public Schools were sub-
jects for the present study.
Schools
The seven participating schools have average enroll-
ments of 425 pupils, of which the approximate percent minority
enrollment is as follows: two schools — twenty percent; three
schools -- fifty percent; two schools — eighty percent.
Procedure
The present study was conducted with approval and
assistance from the Department of Research, Springfield Public
Schools. The Department of Research issued a request for the
voluntary participation of the seven schools in a teacher
attitude survey, all of which agreed to do so.
Three persons -- a central office administrator, a
central office academic supervisor and the local principal —
independently selected the four "most effective" and the four
"least effective" teachers in each of the seven participating
schools. To be included in the study, a teacher had to be
named by at least two of the three judges, establishing the
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minimum interrater reliability at .66. An actual rating relia-
bility of .86 was obtained since the judges reached unanimous
agreement on sixty percent of the teacher participants
.
Through this process, thirty teachers (sixteen "most
effective" and fourteen "least effective") were selected for
participation in the study: four each (two "most effective"
and two "least effective") from five of the seven schools;
and five each (three "most effective" and two "least effective")
from the two remaining schools.
Inventories were sent to each of the school principals who
in turn distributed them to his/her entire teaching staff
according to coding instructions from the Department of Re-
search. Teachers were informed that they were participating
in an attitude survey, that their participation was voluntary
and that anonymity would be strictly maintained. Inventories
were self-administered by teachers and returned to school prin-
cipals .
A total of eighty-five answer sheets was returned to the
investigator via the Department of Research, thirty of which were
coded either A ("most effective") or B ("least effective").
(The remaining fifty-five answer sheets were utilized in the
data analysis reported in Chapter Three, Part Three, pp. 75-79 .)
2 . Analysis of Data
Statistical treatment of data was identical to that
reported in Study One.
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3
. Limitations
Limitations of the present study are similar to those
reported in the previous study. While a .86 interrater relia-
I'epresents a considerable improvement over the previous
study, the fact that the actual criteria upon which judgments
were based are unknown, continues to limit the present study.
The limitations inherent in the inability to control
conditions for test administration; in the voluntary, non-
random sample of schools ; and in the lack of control for
teacher variables are also operating in the present study.
4 . Results
The results, reported in Table 4.2, show that there
were no significant mean-score differences between Group A
and Group B teachers. Therefore, as in the first study, the
null hypotheses are accepted.
Table 4.2. Comparison of Total Inventory and Three Construct
Mean Scores of Group A and Group B Springfield
Elementary Teachers
Group A Teachers Group B Teachers T Level of
(N = 16) (N = 14) Confidence
Mean SD Mean SD
Total Inventory... 108.19 26.12 101.36 25.29 .73 .47
Factor I 49.06 14.77 46.57 14.24 .47 .64
Factor II 45.94 11.92 40.79 10.81 1.23 .23
Factor III 13.19 3.53 14.00 5.04 -.50 .62
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Discussion of Results
The failure to obtain results in support of the hypothe-
ses has three possible explanations. The first is that the
research designed to test the hypotheses lacked the scientific
rigor necessary to establish, with certainty, the degree of
construct validity of the Inventory. The second explanation is
that the items on the Inventory are not measuring the attitude
constructs they were designed to measure. The third is that
the constructs themselves are not theoretically valid, i . e
.
,
the three attitude factors are, in fact, not relevant to teacher
effectiveness
.
The first explanation -- insufficient rigor in the research
design -- can be readily addressed. Although in the first study
the investigator set forth criteria on which teachers were to
be rated, the extent to which these criteria were actually
utilized is unknown. Moreover, the potential variability among
ratings in the first study is sufficiently high as to render a
closeness-of-fit between teachers and stated criteria extremely
tenuous . In the second study , although reliability of ratings
is high, the actual criteria on which judges made selections
is indeterminable. Thus, results obtained from the two studies
may as likely reflect the invalidity of the criterion groups
as that of the Inventory itself.
In light of this, the second and third explanations,
relating to the validity of the Inventory and to the validity
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of the theoretical constructs themselves, at the very least
remain open-ended. Moreover, the stability of the Inventory
as reflected in its item discriminability and internal con-
sistency, together with the descriptive and empirical evidence
in support of its theoretical foundations suggests that further
investigation is warranted.
Recommendations for Further Investigation of the Inventory
This writer offers several recommendations for further
investigation into the characteristics of the Inventory.
First, it is recommended that current evaluative data
be utilized for a closer examination of individual items on
the Inventory. For example, the data reported in Chapter Three
(see PP.77-77A) indicates that while a majority of items ob-
tained high correlations with respective construct scores and
with the total score, there were several which did not --
specifically, items 1, 4, 12 and 50. An examination of the
7
means and standard deviations of these items is instructive.
Items 1 and 4, each with means of 1.06, and relatively
low standard deviations of .97 and .90, respectively, are items
which fail to discriminate effectively and with which most
respondents indicated agreement. Moreover, their semantic con-
"^See Appendix E, Table E.l for the means and standard
deviations of the fifty Inventory items.
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tent is similar: Item 1 - "Minority children often have many
social handicaps that impede academic performance"
; Item 4 -
"Minority children often have many home problems which make
learning extremely difficult for them." It may be that teachers’
agreement as to the relatively greater incidence of "handicaps"
and "problems" among minority children does not speak to
teaching effectiveness, since an "agree" response does not com-
municate the degree to which that acknowledgement influences
the quantity and quality of classroom teaching behavior. Thus,
both the discriminating power and content validity of items
1 and 4 appear questionable.
The content validity of Item 50 also appears questionable.
Item 50 reads as follows: "Poor academic performance among min-
ority children cannot be alleviated until society, as a whole,
changes." While the relatively high standard deviation of 1.24
suggests that Item 50 is effectively differentiating respondents,
its low correlations with the Construct I score and the total In-
ventory score indicate that it differentiates on a basis other
than that of the Construct or the Inventory as a whole. It may
be that responses to Item 50 do not relate to teaching effective-
ness, but rather to a general philosophy of ultimate institution-
al change, which has little influence on specific and immediate
classroom behavior.
Item 12 is more difficult to interpret: "Classroom environ-
ments may often be the cause of poor academic performance among
minority children." Its semantic content suggests a closer rela-
tionship to teaching behavior than the three items discussed
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above, and its relatively high standard deviation of 1.20 indi-
cates that it is differentiating respondents effectively.
Despite this, its correlation of .15 with the total score is
lower than that of any other item on the Inventory.
Whatever the reasons
,
all four items above evidence low
correlations with the Construct I score and with the total score.
It is recommended, then, that these items be closely examined
and either reworded to effect a greater degree of discriminability
and/or content validity; or be eliminated from the Inventory.
Construct III items may also require re-examination. While
the items show high correlations with the Construct III score,
all evidence a low correlation with the total score (see Chapter
Three, pp. 11 -Ilk). This, together with the fact that the
Construct III score obtained low correlations with Construct I
and Construct II scores
,
and obtained the lowest correlation
with the total score (see Appendix E, Table E.3) suggests that
Construct III is operating independently within the Inventory.
Thus the question of rewriting, eliminating or maintaining
Construct III items needs to be addressed.
In addition to re-examining individual items on the Inven-
tory, further research on the Inventory is recommended.
First, it is recommended that a factor analysis of current
data be conducted to ascertain the degree of relationship be-
tween the hypothesized constructs on the Inventory and any
empirical factors that may be derived from the analysis.
92
Second, further investigation into the Inventory's item
discriminability is also recommended. To achieve this purpose,
criterion groups based on a wider range of effectiveness
ratings ( i.e . , students' ratings, peer ratings, ratings of
neutral observers, etc . ) and/or on more operational criteria
for teacher effectiveness should be established. An analysis
of the degree to which individual items discriminate between
such groups would result in refinement of the Inventory
through the elimination of low- or non-discriminating items.
Finally, it is recommended that determination of the In-
ventory's validity be pursued. To avoid the weaknesses of the
present study, subsequent studies should be based on more opera-
tional definitions of teacher effectiveness. In the past
several years, numerous classroom observation schemes have been
developed (Flanders and Simon, 1969), a number of which might
be utilized, or adjusted for use, for the quantification of
criteria relevant to this study's definition of teacher effective-
ness. An example is Cohen's observation schedule in which
teacher effectiveness is operationally defined as the ratio of
student participation to non-participation in prescribed instruct-
tional treatments (1971). Once quantified, teachers' effective-
ness "scores" (in the case of Cohen's instrument. Participation
Ratios) could be computed for samples of teachers and correlated
with scores on the Inventory. The resultant correlation would
be a coefficient of validity, or the degree of relatedness
between
scores on the Inventory and teacher effectiveness.
CHAPTER V
SUMMARY, IMPLICATIONS AND CONCLUSION
Summary
This study reflects a threefold purpose on the part of
the writer. The first was to generalize a set of attitude
constructs relevant to effective teaching in urban schools
serving poor and minority children. The second was to incor-
porate these constructs into a teacher attitude inventory which,
if validated, could facilitate research in schools and class-
rooms ; the evaluation of pre-service and in-service teacher
education programs; and the assessment of current teacher
attitudes as the preliminary step in a change process. The
third purpose was to design two studies that would establish
the degree of construct validity of the Inventory.
In Chapters Two and Three, the first and second purposes
were addressed. Through a critical analysis of attitude
scales and inventories used historically for the determination
and prediction of urban teacher effectiveness. Chapter Two
argued the need for a more appropriate instrument.
In Part One of Chapter Three, an analysis of several
success
ful urban schools and programs generated three ooiranon
attitude
factors relevant to success. The factors comprised
attitudes in
the following areas: 1) teacher expectations 2)
attitudes
toward teacher and school accountability for
learning outcomes
3) attitudes toward children's use of
non-standard English —
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a specific interpretation of the more general attitudes of
respect for children’s cultural and individual integrity.
Part One also presented a review of research in support of
the relationship between these three factors and effective
teaching in urban schools.
Part Two of Chapter Three described the development and
design of the Center for Urban Education-Teacher Education Pro-
gram Attitude Inventory. The description included its general
structure, response mode and scoring, content validity and the
specific item content of each of the three constructs included
on the Inventory.
Part Three of Chapter Three reported preliminary evalua-
tive data for the Inventory derived from 193 secondary and
elementary teacher respondents . The data suggested that the
Inventory has a relatively high degree of item discriminability
and internal consistency.
Chapter Four addressed the third purpose by reporting two
studies designed to test the validation hypotheses that mean
scores on the total Inventory and each of the three constructs
would discriminate between "most effective" and "least effec-
tive" teachers in urban schools. In the first study, which
included 108 teachers from two school systems in the mid-west
and east-central United States, effectiveness was
subjectively
rated by school principals; in the second study, which
inclu-
ded thirty elementary teachers from the Springfield
Public
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Schools, Springfield, Mass., effectiveness was rated by
three independent judges obtaining a rating reliability of
.86. None of the hypotheses was supported by the data in
either study. It was suggested that the failure to obtain
results in the hypothesized direction may have as likely been
due to insufficient rigor in the research design, as to the
weaknesses in the Inventory or its theoretical foundations.
In light of this, further investigation into the characteris-
tics of the Inventory was recommended.
Implications
The implications of the study can be discussed on three
levels, roughly corresponding to the purposes stated above.
Several implications are suggested by the analysis of
successful urban schools and the generalization of attitude
factors associated with them. The underlying assumption of
the analysis is that the disparity in academic achievement
between poor and minority children and their white, middle-
class counterparts is sufficiently accounted for by cumulative
experience in the classroom itself . The implication here is
that research efforts in urban education which have been dis-
proportionately directed toward documenting the pathologies
of children’s home environments as a way of explaining poor
educational performance, must be redirected to pointing out
and eliminating the pathologies of school environments. In an
article entitled, "Strategies for Failure," Stein articulated
this position:
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The role of the "honest" social scientist
must be to begin the systematic study and ex-
posure of the pathology, not of the ghetto, but
of the oppressing society. The teacher, the prin-
cipal, the boards of education, the economic and
political forces that program the action, must
be the subject of intensive search and remedy
because it is there that the illness lies.
(1971, p. 166)
Clark (1971) takes a similar position, discussing the
elimination of institutional pathology largely in terms of
a process of "unlearning"
:
We do have a very serious problem of
unlearning, removing the past barriers to
teaching youngsters whose status is low and
who are generally considered powerless, the
type of youngsters whom the educational
establishment has been able not to teach with
impunity. We do have a history now of at
least twenty years of substituting theory,
discussion, jargon, conference after confer-
ence, twenty-two foot shelves of published
books. A number of people have taken very
seriously all of these reasons why these
children cannot be taught, and, therefore, a
major effort has to be directed toward ridding
their minds of all this nonsense, freeing them
of the jargon, freeing them of the rationaliza-
tions .... (p. 99)
If there has been little research directed toward the
exposure and elimination of school pathology, there has been
almost none directed toward the exposure and generalization
of urban school success. The "exposure" and "unlearning" of
pathology as suggested by Stein and Clark is simply not enough.
Implicit in this study is the notion that research efforts
must ultimately be directed toward the systematic study of
factors that have promoted successful teaching and learning
in urban schools. The present study attempted to identify a
ssful teaching. How-
set of attitude factors relevant to succe
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ever, other factors that may be relevant to success — such
as teacher, pupil, administrator (and other school personnel)
attitude and behavior variables; curriculum and instruction
variables; school and community context variables, etc.
need to be systematically observed and generalized. The
exposure of school pathology is useful only insofar as it
contributes to this latter, more positive effort.
A more specific set of implications is suggested by
the attitude factors themselves. The first is that further
research is needed to establish the generalizability of the
relationship between the three constructs and teacher effective-
ness. Further investigation into the validity of the Inven-
tory presented in this study would speak to this need.
Second, if such a relationship were supported by research,
findings could be incorporated into the curricula of current
pre-service and in-service teacher education programs. The
following is a brief outline of possible objectives for these
curricular components:
1 . Teacher Expectations
— To familiarize teachers with the research on teacher
expectations, relating both to their differential effects on
pupils’ academic performance and to the behavioral processes
through which they are manifested.
— To sensitize teachers to the potential influence of
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their own expectations on pupils’ academic performance; and to
help teachers explore their current expectation level for, and
resultant behavior toward, their current and prospective stu-
dents .
2 . Accountability
-- To assist teachers in exploring the issue of their
personal accountability for classroom learning outcomes and
the relationship of the positions they take on that issue to
their current teaching behavior.
-- To sensitize teachers to the ways they may have
been conditioned by the "deprivation" literature that pervades
the field of education in particular and the larger society in
general; and to the ways they may be currently conditioned by
the schools’ institutional, socializing press to conform to
the prophecy of failure for poor and minority children.
-- To help teachers reflect on the extent to which
such conditioning may be determining the degree of responsibility
for learning outcomes they are currently willing to accept.
3 . Non-Standard English
To familiarize teachers with recent literature in
the field of linguistics, particularly as it relates to
studies of American ethnic dialects
.
-- To help teachers explore their personal biases
to cultural differences in general, and languagewith respect
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differences in particular.
-- To sensitize teachers to the numerous ways such
biases are transmitted through teachers’ classroom behavior,
and to the effects of that behavior on students.
The above outline does not pretend to be exhaustive, but
rather suggests a base from which a more specific set of ob-
jectives and instructional processes may be generated. More-
over, the outline speaks to what might be called attitude
change objectives. However, a related set of curricular com-
ponents could be offered for what might be called attitude
maintenance objectives. These would include teaching skills
and other specific teacher behaviors necessary to insure that
positive attitudes are maintained once teachers enter, or
return to a real teaching situation. While it is beyond the
scope of this study to address them specifically, it is
noted that such skills and behaviors must be identified and
systematically incorporated into teacher-education curricula.
A final set of implications can be stated in terms of
the potential uses of the Inventory itself.
First, the Inventory, if validated, could facilitate posi
tive research at the school and classroom levels. The follow
ing are examples of research questions that may be relevant:
®For the rationale and description of a component in
teacher education that is currently attempting to identify
such skills and behaviors and incorporate them into its
curriculum, see Love, 1972.
100
1. What are the specific behavioral correlates of the
attitudes measured by the Inventory?
2. What are the specific effects of attitudes measured
by the Inventory on pupil attitudes and behavior?
3. What are the causal relationships between pupils’
attitudes and teachers’ attitudes measured by the Inventory?
4. What are the school and classroom conditions that
serve to reinforce (or counteract) the attitudes measured by
the Inventory?
5. Is there a set of identifiable teaching skills that
correspond to, and facilitate the maintenance of the attitudes
measured by the Inventory?
6. What is the relationship between attitudes measured
by the Inventory and other teacher characteristics?
7. To what extent can scores on the Inventory predict
patterns of teacher behavior?
8 . Through what processes of curriculum and instruction
in teacher education can the attitudes measured by the Inventory
be developed and maintained by current and prospective teachers?
A second use of the Inventory is in the evaluation of
pre-service and in-service teacher education components whose
objectives include the development of attitudes that correspond
to those measured by the Inventory. A concrete example of such
a component is the pre-practicum course, ’’Survival Strategies
for
Urban Schools" (Love, 1972) in the Center for Urban Education
-
101
Teacher Education Program at the University of Massachusetts,
Amherst. During the Spring Semester, 1973, the Inventory was
utilized for the partial evaluation of this component through
a pre-post course administration of the Inventory to determine
attitude change on the part of course participants. Results
are currently being tabulated.
Moreover, the Springfield Public Schools, Springfield,
Massachusetts, have requested the use of the Inventory in
selecting teachers for participation in in-service workshops
currently being developed by that system; and for the evaluation
of the workshops themselves. The above provides an example of
the Inventory’s potential use in in-service teacher education.
Finally, the Inventory could be used in the assessment
of current teacher attitudes in a given school or school sys-
tem as the first step in establishing both a need and a direc-
tion for institutional change. Springfield’s use of the
Inventory as part of a selection process for teacher participa-
tion in in-service programming provides a relevant example.
Conclusion
This study was presented in the context of the continuuing
failure of urban schools to provide adequate educational ser-
vices for poor and minority children. It is not offered, nor
should it be interpreted, as a panacea for the current crisis
in urban education. Rather, it represents a specific
response
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to a specific set of problems at the school and classroom
levels. It has suggested an approach to implementing change
at these levels, through the investigation and generalization
of success; and utilizing this approach, it has reported the
rationale and design of an instrument that may prove useful
in promoting such change. The study was written with the
conviction that change at these levels is not only necessary,
but possible.
APPENDICES
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APPENDIX A
THE CENTER FOR URBAN EDUCATION
TEACHER EDUCATION PROGRAM
ATTITUDE INVENTORY
Center for Urban Education
University of Massachusetts, Amherst, Mass.
1. This inventory consists of 50 statements designed to
sample opinions about the education of minority and
white children and about teaching and schools in gen-
eral. There are no right or wrong answers . Read each
statement carefully and decide how you feel about it.
Then mark your answer in the space provided by the
answer sheet. (If you wish to change an answer, make
sure you completely erase the incorrect response.)
2 . If you Strongly Agree with a statement
,
Directions
fill in the space under 1.
If you Agree , fill in the space under 2.
If you are Undecided or Uncertain , fill
in the space under 3
.
If you Disagree , fill in the space
under 4
.
If you Strongly Disagree , fill in the
Strongly Agree . . 1
Agree 2
Undecided,
Uncertain .... 3
Disagree 4
Strongly
Disagree 5
space under 5
.
23. Please use a #2 pencil.
4. There is no time limit, but work as rapidly as you
can. Please respond to every item .
5. Since many items in this inventory are general state-
ments
,
you should try to think in terms of the general
situation rather than specific ones
.
3Strongly Agree
Agree
1
2
Undecided, Uncertain 3
Disagree
Strongly Disagree
4
5
1. Minority children often have many social handicaps
that impede academic performance.
2. Minority children seem to have a great deal of diffi-
culty learning academic subject matter.
3. Minority children can be expected to perform as well,
academically, as any other children.
4. Minority children often have many home problems which
make learning extremely difficult for them.
5 . Poor academic performance among minority children is
often the result of poor teaching.
6 . Minority children often speak inferior English dialects
.
7. It would be unfair to expect a lower class minority
child to do as well in school as a middle class white
child.
8. There is a need for two different sets of educational
standards: one for minority children and one for
white children.
9. It would be unfair for teachers of minority children
to have to accept very much responsibility for aca-
demic failures in their classes.
10. Lower class minority children don’t seem to be as
motivated to learn as middle class white children.
11. Non-standard English should not be tolerated in the
school setting.
Classroom environments may often be the cause of poor
academic performance among minority children.
12 .
4Strongly Agree
Agree
1
2
Undecided, Uncertain 3
Disagree
Strongly Disagree
4
5
13. Academic success is the responsibility of the teacher,
whatever the social background of students.
14. Teachers of minority children can best view their
role as that of reversing the effects of a negative
home environment
.
15. Educational standards should be the same for white
children and minority children.
16. Poor academic performance among minority children
can rarely be attributed to poor teaching.
17 . Poor academic performance among minority children often
occurs because of the negative aspects of the school
environments
.
18. Non-standard dialects of minority children are just
as valid as standard English.
19. It is cruel to expect lower class minority children to
compete academically with middle class white children.
20. A simpler, less academic curriculum is the best way
to insure educational success for minority children.
21. Minority children seem as motivated to learn as any
other children.
22. It would be unjust to hold schools responsible for
academic failure among minority children.
23. Teachers should accept responsibility for
academic
failure in their classes.
24. Lack of intellectual stimulation in the
home is the
major cause of academic difficulties among minority
children.
5Strongly Agree
Agree
1
2
Undecided, Uncertain 3
Disagree
Strongly Disagree
4
5
25. It is reasonable to expect lower class minority chil-
dren to compete academically with middle class white
children.
26. Poor academic performance among minority children is
due primarily to influences beyond the teacher’s con-
trol .
27. A lower class minority child can be expected to learn
to read as well as, or better than, a middle class
white child.
28. For the most part, teachers cannot be held responsible
for academic failure among minority children.
29. The responsibility for academic success of students
ultimately lies with the school.
30. Teachers cannot be held responsible for insuring the
academic success of their students
.
31. Schools serving minority children should concentrate
more heavily on vocational education.
32. Children should not be told that the language they
speak is inferior.
33. Teachers of minority children have little influence
on learning in the classroom.
34. Teachers of lower class minority children should
communicate on a much more concrete level than
teachers of middle class white children.
35.
Minority children do not need a simpler, less academic
curriculum to insure educational success.
6Strongly Agree
Agree
1
2
Undecided, Uncertain 3
Disagree
Strongly Disagree
4
5
36. The schools that serve minority children simply cannot
be held responsible for insuring the academic success
of students.
37. A lower class minority child should be expected to do
as well in school as a middle class white child.
38. Minority children have difficulty coping with abstract
subject matter, such as mathematics, etc.
39 . Teachers have primary responsibility for insuring
academic success of students, whatever students'
backgrounds
.
40. Minority children should be urged to stop using non-
standard English.
41. Teachers of minority children can do much to promote
academic success in their classes.
42. Minority children are not motivated at home to do
well in school.
43. The responsibility for academic success ultimately
lies in the home.
44. For many minority children, the situation is so hope-
less there's not much a teacher can do.
45. Teachers of lower class minority children can communi-
cate on the same level of abstraction as teachers of
middle class white children.
46. Minority children who fail in school do so, generally,
because of a limited home environment.
47. The use of non-standard English is perfectly acceptable
in many situations.
Strongly Agree 1
Agree 2
Undecided, Uncertain 3
Disagree 4
Strongly Disagree 5
48. Teachers of minority children have a good deal of
influence on learning outcomes in the classroom.
49. Schools serving minority children should concentrate
as much on academics as any other school.
50. Poor academic performance among minority children
cannot be alleviated until society, as a whole, changes.
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Research Proposal
Title ; Validation of an Urban Teacher Attitude
Inventory
Type : Experimental
Submitted by: Charles Patrick Proctor
Doctoral Candidate
Center for Urban Education
University of Massachusetts
Amherst, Mass.
Faculty Advisor:
Introduction: Nature and Purpose of Investigation
The Center for Urban Education at the University of
Massachusetts, Amherst, Massachusetts, is currently conduct-
ing an evaluation of its undergraduate teacher education
program. To accomplish this, a number of instruments are
being developed, one of which is a teacher attitude inventory
designed to measure the kinds of attitudes that the program
feels will increase the probability of successful teaching
in urban schools that serve minority children. Briefly,
the inventory measures teacher attitudes in three areas.
Q-ftitudes toward professional accountability of teachers
;
attitudes toward cultural diversity of children; and teach-
er expectations for minority children. The research proposed
herein has as its objective the validation of the attitude
inventory
.
- 2 -
Procedures
P^iricipals in panticipaliing schools will be pnimary agents
for the study. Each principal will select the two "most ef-
fective" teachers and the two "least effective" teachers in
his/her school on the basis of the following criteria set
forth by the researcher:
1) Academic performance and progress of students
taught by this teacher
2. Students* perceptions of the teacher, i.e. how
students feel about the teacher
3. The principal’s own standards for effective teach-
ing in his/her school
The principal will then distribute inventories to the four
teachers selected. (The inventories will have been coded
for "most effective" and "least effective" teachers.) Teach-
ers will be informed by the principal and by a letter from
the researcher that they have been randomly selected to
participate in the study. When teachers have completed the
inventories
,
they will mail them directly to the researcher .
(A stamped, addressed envelope will be included with each
inventory.) All principals, teachers, schools and school
systems will remain completely anonymous . It should be em-
phasized that the purpose of the study is not to evaluate
individual schools and teachers , but rather to validate an
instrument for use in a teacher education program.
-3-
Treatment of Data
Data derived from teacher responses to the inventory
t>e statistically treated to determine whether or not
scores on the inventory differentiate "most effective" and
"least effective" teachers. The researcher’s hypothesis is
that teachers designated "most effective" will score higher
on the inventory than teachers deemed "least effective."
If the hypothesis is supported by the data, the inventory
will have been validated and will then be utilized in the
evaluation of the undergraduate teacher education program in
the Center for Urban Education.
Population
The population will consist of schools (as many as
are willing to cooperate) in the Public School
System whose enrollments include at least 50% minority stu-
dents. The principal and four teachers from each of these
schools will be the primary participants in the study.
Time Involved
Participation in the study should require no more than
20 - 30 minutes of principals’ and teachers’ time.
Target Date for Completion of Study
The date the researcher has set for completion of study
is no later than March 31 of this year.
- 4 -
Dissemination of Data
The researcher will submit a full report of the study
to the school system, if so requested. Any further means
of dissemination (seminars, in-service training, etc.)
requested by the school system will be honored by the
researcher
.
Benefits to School System
The long-range, potential benefit to the school sys-
tem is, of course, the preparation of more effective
urban school teachers -- teachers who may ultimately be
seeking employment in the school system. A second, and
more immediate, benefit would be the dissemination of
information through means suggested by the school system
which would be concerned with reporting the kinds of
attitudes that seem to be highly correlated with effective
teaching in urban schools ; and with potential uses of the
attitude inventory developed by the Center for Urban
Education at the University of Massachusetts.
Summary and Conclusion
This proposed research is a study to validate an
urban teacher attitude inventory that will be used to
evaluate a teacher training program. The researcher feels
strongly that certain teacher attitudes enhance the proba-
bility of educational success for minority children in
The ultimate objective of the research.urban schools.
-5-
then, is to determine the extent to which the teacher
education program in the Center for Urban Education has
been successful in developing these kinds of attitudes in
prospective urban teachers. The validation of the atti-
tude inventory is a major step toward achieving this
ob j ective
.
Attachments
:
1) Copy of letter to participating principals
2) Copy of letter to participating teachers
3) Copy of Center for Urban Education Teacher Education
Program Attitude Inventory
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SCHOOL OF EDUCATION
0/002
February, 1973
Dear Principal:
We are writing to invite you to participate in a research
project currently being conducted by the Center for Urban Edu-
cation at the University of Massachusetts, Amherst, Mass. The
Center has invited approximately 50 principals across the coun-
try to assist us in this project.
The research consists of the field testing and validation
of an urban teacher attitude inventory developed by the Center
for Urban Education. Specifically, we are attempting to deter-
mine whether or not teachers deemed "most effective" by school
principals will score higher on the inventory than teachers
deemed "least effective." Our hypothesis is that the "most
effective" teachers will score significantly higher. If our
hypothesis is supported by the data, the attitude inventory
will be used to evaluate the undergraduate teacher education
program in the Center for Urban Education. The evaluation
will assess the extent to which the program is developing the
kinds of teacher attitudes that facilitate effective teaching
in urban schools that serve minority children.
j
Let us assure you that we are not evaluating school sys-
tems, schools, principals, or teachers. We are simply valida-
ting an instrument for use in a teacher training program. All
1 participating schools, principals, and teachers will remain com
pletely anonymous as far as reporting the data is concerned.
The Center feels that the research project is extremely
important since its ultimate goal is the preparation of success
ful urban school teachers. Therefore, we would greatly appreci
ate your participation in this project.
If you choose to participate, please undertake the follow-
I
ing procedures.
i 1. Select the two "most effective" and the two "least
' effective" teachers in your school. These teachers
should be selected on the basis of the following
criteria:
I a. Academic performance and progress of students
j
taught by this teacher.
j
\
il
-I
- 2 -
A "most effective" teacher, therefore,
5 should be one under whom
able academic progress; about whom
and who is most effective accord-
you have developed for the school,
teacher would be one
top right-hand
^ side of direction page.) Please be
sure that you issue Form A inventories to your two
most effective" teachers and Form B to your "least
effective" teachers. ^(Form A = most effective:
Form^B = least effective) Teachers should be issuedthe inventories individually -- they need not be in-formed that other teachers in the school are partici-
• When you issue inventories to the appropri-
ate teachers, simply indicate that they have been
randomly selected to participate in a research project
conducted by the University of Massachusetts. Inform
them that the instructions are self-explanatory; that
they can administer the inventory to themselves; and
that you would appreciate their completing the inven-
tory and mailing it back to the University as soon
as possible. (The inventory takes 15-20 minutes to
complete and each teacher has been given a stamped ad-dressed envelope to drop in the mail as soon as the
inventory is completed.)
Enclosed with this letter you should find four attitude
inventory packets, each containing (1) a cover letter to par-
ticipating teachers (2) directions for taking the inventory
(3) the attitude inventory itself (4) an answer sheet (5) a
stamped, addressed envelope. Two of the packets should be
marked Form A and two should be marked Form B.
If you have any questions, contact Dr. Barbara J. Love
or Patrick Proctor, collect, at 413-545-1377.
We sincerely appreciate your time and effort in assisting
us with this research project. Thank you very much for your
consideration.
Sincerely
,
Dr. Barbara J. Love
Mr. Patrick Proctor
Center for Urban Education
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February, 1973
Dear Teacher:
You have been invited, through a random process, along
with 200 other teachers across the country, to participate
in a research project conducted by the Center for Urban Edu-
cation at _ the University of Massachusetts, Amherst, Mass.
Your participation, of course, is completely voluntary. The
research consists of a survey of some current attitudes of
school teachers. All teachers participating in the project
will remain completely anonymous. The Center for Urban Educa-
tion feels that this is an important survey and if you can
spare the time, we would appreciate your cooperation.
Enclosed you should find the following;
1. Directions for taking the attitude inventory.
2. The attitude inventory itself, consisting of 50 items.
3. An answer sheet on which to record your responses.
4. A stamped, addressed envelope.
Please undertake the following procedures:
1. Read the directions carefully and with a #2 pencil, complete
the inventory using the answer sheet provided. (The answer
sheet provides space for 160 responses. Please fill in
only the first 50.)
2. The only information, other than your responses, required
on the answer sheet is the level (Elementary or Secondary)
at which you teach. This may be written in the space pro-
vided for "Grade" on the left side of the answer sheet.
Please do not include your name on the answer sheet . Your
responses will be completely anonymous.
j
Teacher’s Letter
Page 2
3. When you have completed the attitude inventory (it should
take only 15-20 minutes to complete), place the inventory
and the answer sheet in the envelope provided and drop
it in the mailbox. (Please be sure that you return both
the inventory and the answer sheet.)
Thank you for your time and consideration.
Sincerely
,
Dr. Barbara J. Love
Mr. Patrick Proctor
Center for Urban Education
University of Massachusetts
Amherst, Massachusetts 01002
BJL/lp
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Table E.
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Means and Standard Deviations of the FiftyInventory Items, from a Sample of 193 Elemen-tary and Secondary Teacher Respondents
Item Mean Standard De
1 1.06
.97
2 2 . 24 1.12
3 2.58 1.10
4 1.06
.90
5 1.58 1.40
6 1.84 1.11
7 2.26 1.31
8 2.97 1.13
9 2.34 1.19
10 1.80 1.22
11 2.63 1.09
12 2.34 1.20
13 2.09 1.31
14 1.88 1.06
15 2 .78 1.15
16 2.41 1.12
17 2.08 1.18
18 2.25 1.10
19 2.40 1.12
20 2.81 .99
21 2.25 1.17
22 2.00 1.17
23 1.74 1.10
24 1.42 1.05
25 2.17 1.07
26 1.71 1.09
27 2.49 1.09
28 1.88 1.13
29 2.08 1.12
30 1.90 1.08
31 2.51 1.14
32 2.90 1.11
33 3.34 .79
34 1.60 1.11
35 2.52 1.04
36 2.42 1.08
37 2.21 1.02
38 2.33 1.06
39 2.57 1.14
40 2.14 1.12
41 3.37 .77
42 1.85 1.14
43 2.19 1.10
44 2.83 1.17
45 1.91 1.15
46 1.95 1.00
47 2.60 .93
48 3.17 .72
49 3.08 .95
50 1.70 1.24
Table E.2
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Means and Standard Deviations of the Three
Constructs and the Total Inventory, from a
Sample of 193 Elementary and Secondary
Teacher Respondents
Construct I
Construct II
Mean Standard Deviation
53.12 13.18
44.70 12.20
14.34 3.76Construct III
Total Inventory 112.16 23.02
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Table E.3 Intercorrelations of Construct Scores and
Correlation of Construct Scores with the
Total Inventory Score
Construct I Construct II Construct III Total
Construct I 1.00 .46 .26 .86
Construct II 1.00 .20 .83
Construct III 1.00 .42
Total 1.00
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